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ABSTRACT 
This study examined the influence of self efficacy, locus of control and burnout 
on emotional labour among secondary school teachers in Makurdi. The ex post 
facto research design was employed for the study. Self efficacy, locus of control 
burnout and emotional labour scales were used to collect data from 494 
respondents made up of 237(48.0%) males and 253 (51.2%) females while 4 
(.8%) respondents did not indicate their sex. Correlation, hierarchical multiple 
regression analysis and multivariate analysis of variance (MANOVA) were 
used for data analyses. Findings from the study revealed a significant positive 
relationship between self-efficacy and teachers emotional labour which is 
consistent with hypothesis one of the study. Hypothesis two found a significant 
positive difference between internal and external locus of control on emotional 
labour among teachers in Makurdi. Also, hypothesis three revealed a significant 
positive relationship between burnout and emotional labour among the teachers 
in Makurdi. Finally, it was found that self-efficacy, locus of control and burnout 
significantly predicted emotional labour among teachers in Makurdi. The study 
concluded that self-efficacy, locus of control and burnout are significant 
predictors of emotional labour among teachers in Makurdi. It was therefore 
recommended among other things that schools aiming to improve students’ 
performance should focus on hiring the right kinds of people, training them on 
effective self efficacy techniques, and creating a climate in which teachers 
understand the display rule requirements and feel supported by their 
organisations. 
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INTRODUCTION 
INTRODUCTION  
1.1 Background to the Study 
The management of feelings to create a publicly observable facial 
and bodily display by workers at work has gained considerable 
importance to researchers in recent years (Hochschild, 1983; Miller & 
Koesten, 2008). Part of the reason for this renewed interest is due to the 
fact that emotional labour is found to have been associated with job 
performance, motivation and job satisfaction (Hargreaves, 1998; 
Ghalandare & Jogh, 2012). It has being observed that workers put in most 
of their emotional resources while at work. This is what is known as 
management of feelings. 
The feelings that create a publicly observable facial and bodily 
display at work is called emotional labour. According to Hochschild 
(1983), emotional labour is sold for a wage and therefore has exchange 
value. Emotional labour has therefore become necessary in any work 
environment including teaching because of its multidimensional construct 
such as emotional display rules (feelings rules), internal processes and 
emotional regulations felt and expressed emotions at work. 
Emotional labour requires teachers to induce or suppress 
expression of emotions in order to influence the emotions, attitudes and 
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behaviours of others. Hochschild (1983) distinguished between two ways 
of managing expressions and feelings: these are, surface acting and deep 
acting. Surface acting refers to the expressions of emotions that are not 
actually felt. Deep acting consists of actively inducing, suppressing or 
shaping the desired emotions. 
            On many occasions teachers suppress or express a kind of 
emotion against their feelings to achieve organizational goals. This 
behaviour is typical of a teacher considering the nature of his or her job. 
Teaching is an emotional job because it has to do with human beings 
therefore, teachers are required to induce or suppress the expression of 
their emotions in order to influence the situation, attitudes and behaviours 
of others. Even when frustrated by the behaviours of other people, they 
have to be nice even if it is against their feelings. 
Emotional labour is important in teaching profession because not 
only are the teachers influenced in work performances, but the whole 
work environment is influenced through their interaction with others. 
This means that teachers should put in both physical and mental 
(cognitive) resources including emotional reaction to make the work 
environment conducive for him and even for others. In most cases 
teachers seem to be in their best, but their best turn out to be worse when 
assessed, this in most cases is as a result that the psycho-socio needs of 
  
3 
 
the teachers are neglected and there is no attention given to the emotional 
strain in meeting their psychological demands (Brown, 2011; mou, 2014). 
Psychological factors have been studied in relation to emotional 
labour. One of the factors is self efficacy. Self-efficacy has to do with the 
judgment of capabilities to organize and affect courses of action to attain 
goals. The concept which came into limelight many decades ago has 
enjoyed unprecedented attention from psychologists and organizational 
researchers. As a multidimensional construct, it influences human 
functioning directly and indirectly through its influence on other 
determinants, such as motivation, self-regulation, attribution and emotion 
(Bandura, 1997). The concept of self-efficacy is based on triadic 
reciprocality model symbolizing a three way reciprocal relationship 
between: personal factors i.e. cognition, emotion and biological events; 
behaviour, and environmental factors (Maddux, 1995). People with self 
efficacy are capable of exercising control over their emotion, behaviour 
and thinking. They also believe that they can perform effectively given 
any task.  
Locus of control is another variable whose relevance to emotional 
labour is investigated in this study. Locus of control is referred to as an 
individual’s expectations concerning control over some events as they 
take place in the workplace. It is a perceived source of control over 
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behaviour. People generally think they can control themselves and 
pretend all is well, and such is the case with most teachers.  Generally, 
there are two ways in which locus of control works, the internal and 
external locus of control. Those with internal locus of control always 
believe they have control over their own behaviour and action. They tend 
to be convinced that their skills, ability and efforts will determine what 
they do on their jobs. In contrast people with external locust of control 
believe their lives are determined by the sources outside them.  
Most times, teachers’ lives are influenced by their personal 
assessment of self. That is, they perceive control over their jobs as 
predominantly in terms of external locus of control. For example, workers 
with predominantly internal locus of control see to it that, though they 
had been ill- treated, the best thing is to ignore that fact and do their jobs, 
at least to know that they have done their jobs even if they have not 
achieved a perfect result. On the other hand, teachers (people) who are 
influenced by external locus of control tend to perceive the whole issue as 
their luck, whether bad or good. If the end result is negative they attribute 
it to their bad luck or hatred by their superiors (Cukur, 2009). 
 Burnout has also been linked with emotional labour. Burnout 
represents a prolonged response to chronic emotional and interpersonal 
stressors on the job, characterized by emotional exhaustion, cynicism and 
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feelings of personal accomplishment. Emotional exhaustion refers to 
feelings of being invaded or exhausted by one’s work, and deprived of 
physical and emotional resources. Cynicism qualifies the emergence of a 
cognitive distance for the employee, which manifests itself by a negative, 
abrupt and detached attitude towards the job. Feelings of professional 
inefficacy concerns the evaluation that one makes of one’s past, present 
and future achievements at work. These include feelings of inability to 
fulfil work demands. It is generally recognized that these three 
components should not be aggregated in an overreaching burnout 
construct, as they represent relatively independent facets of burnout. 
Burnout has been found to depend solely on certain individual factors and 
organizational factors. 
Teachers’ burnout is a condition caused by depersonalization, 
exhaustion and diminished sense of accomplishment (Schwab, Jackson & 
Schuler, 1986). Psychological model of how stress leads to burnout 
describe burnout as a syndrome which results from the workers inability 
to protect themselves against threats on themselves and their wellbeing 
(Kyriacou & Sutcliffe, 1978). Burnout is a stress outcome which is found 
in any organization (Grancley, 2000). This happens when employees 
become very involved with customer interaction, but are not able to 
regenerate the emotional resource being spent. This can be shown by 
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emotional exhaustion, depersonalization, and a decrease in personal 
accomplishments (Cordes & Dougherty, 1993). When emotional 
responses are repeated, which the employees must regulate, the employee 
may experience emotional exhaustion, or energy depletion and fatigue. 
Also if the employee has to keep controlling these feelings, then they 
might start having negative feelings about themselves and their work, and 
will start having a low self-esteem (Cordes & Dougherty, 1993). When 
more effort is needed to express and suppress emotions, as when 
emotional labour is experienced, the more depersonalization will occur 
(Grandey, 2000) 
Accordingly, this study undertakes to investigate whether there is 
an influence of self-efficacy, locus of control, and burnout on emotional 
labour among teachers in Makurdi metropolis, Benue state of Nigeria. 
Finally, not much study of this nature has been carried out in the 
study area, therefore, the understanding of self-efficacy, locus of control, 
and burnout as they influences emotional labour runs the risk of 
becoming culturally biased. By conducting this study with Nigerian 
samples, the researcher hopes to address this problem.  
1.2 Statement of Problem 
The teaching profession over the years has suffered the influx of 
career movement, job turnover, absenteeism, truancy and the like. An 
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estimated source revealed that about 50% of teachers ultimately leave the 
job within the first five years (Greiner & smith in Roberts, 2011). Those 
leaving the profession usually complained of high emotional demands 
such as stress, fatigue, lack of motivation and insensitivity to issues 
relating to teaching profession. 
In the last few decades, there has being some progress in research 
in identifying some significant emotional aspects in relation to teaching 
and learning, yet little or no attention is given to emotional demands of 
teachers in preparatory to and in relation to their being stressed-up, 
fatigued and depressed. In Makurdi Local Government where this work is 
carried out, it is observed that teachers complained about policies and 
reforms enacted in education in most cases by non professionals. These 
explains why most teachers are frustrated, depressed, exhausted and 
sometimes are faced with psychological and other health issues. 
 Therefore in this study, emotional labour is perceived to be 
influenced by self-efficacy, locus of control in relation to being exhausted 
and stress-up on the job. This is simply the burnout experienced on the 
job. These has poise a problem as to why emotional labour on the job? 
Why do teachers work without putting up their right emotions even 
though they know is right for them to do that? What are the inherent 
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reasons why teachers put on such emotions? It is on this background that 
the following objectives are born in mind. 
1.3 Aim and Objectives of the Study 
The aim of this study is to investigate the influence of self-efficacy, 
locus of control and burnout on emotional labour among teachers in 
Makurdi Local Government Area. The following are the objectives for 
the study:  
i. To identify the influence of self-efficacy on emotional labour 
among teachers in Makurdi Local Government Area. 
ii. To ascertain if locus of control will significantly influence 
emotional labour among teachers in Makurdi Local Government 
Area. 
iii. To examine if there is any significant influence of burnout on 
emotional labour among teachers in Makurdi Local Government 
Area. 
iv. To investigate whether self-efficacy, locus of control and burnout 
will jointly influence emotional labour among teachers in Makurdi 
Local Government Area. 
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1.4 Research Questions 
The following questions are relevant for the study 
i. What extent does self-efficacy influence emotional labour among 
teachers in Makurdi Local Government Area? 
ii. What influence does locus of control have on emotional labour 
among teachers in Makurdi Local Government Area? 
iii. To what extent does burnout influence emotional labour among 
teachers in Makurdi Local Government Area? 
iv. how do self-efficacy, locus of control and burnout jointly and 
independently influence emotional labour among teachers in 
Makurdi Local Government Area. 
1.5 Significance of the Study 
This study is significant because it will explore ways emotional 
labour could be understood and appreciated especially in the teaching 
profession. It will create and   open avenues to learn more of the 
emotional practices of experiences of successful teachers. Experience 
teachers played a very significant role in professional learning by sharing 
accomplish task and practices with other practitioners. Efforts in 
implementing reforms and policies aimed to facilitate better ways of 
teaching and learning are done at less or no cost 
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This study will also give a clear and deeper understanding of the 
relationship between teachers themselves and their superiors and the 
teaching environment in general. Some studies augured that the 
experience and knowledge of teachers, lived in their lives, their values, 
beliefs and practices. Therefore, this manifests and affects the social 
relationship that enlivens teaching profession.     
      This information is valuable to the educational industry in terms of 
refining employee selection and training strategies. In addition, this study 
investigates how self efficacy, locus of control and burnout help alleviate 
the potentially negative consequences of emotional labour, school 
industry can benefit from the study results by understanding what the 
industry can do to buffer the negative effects of emotional labour as well 
as what they can do to enhance teachers’ engagement in emotional 
labour. 
 This study is an attempt to increase the current level of knowledge 
of the existing literature on emotional labour by proposing and 
empirically testing hypotheses on self efficacy, locus of control and 
burnout on emotional labour which will hopefully guide interventions by 
policy makers and program developers on capacity building for teachers. 
In terms of its theoretical significance and contribution, first, this 
study contributes to the body of literature on emotional labour by 
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exploring how individual characteristics of self efficacy, locus of control 
and burnout as they affect the way teachers perform emotional labour. 
Specifically, this study explores the mechanism of what drives teachers to 
engage in different stages of acting processes when interacting with in 
their work place. This will be of significance to Researchers who would 
be interested in investigating emotional labour 
This study will be of significance to training institutions like 
colleges of education and universities as it would help in curriculum 
development for the training of teachers by pointing out skills that can be 
learned to further boost their performance of emotional labour. 
This study will also help employers of teachers to understand 
whether emotional labour depends on the job context, whether the 
interactions are encounters or relationships or whether emotional labour 
is as a result of contextual differences in interpersonal relationship. This 
will then inform training packages designed for the teachers. 
1.6 Scope of the Study 
The study is carried out among post-primary school teachers in 
Makurdi Local Government Area (LGA).  These are the teachers 
employed by government of Benue state to teach in post-primary schools.  
Accordingly, the study is restricted to self-efficacy, locus of control and 
burnout on emotional labour among teachers. The choice of these set of 
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workers was informed by personal experience in the area. The choice of 
Makurdi LGA is due to the fact that it has the highest number of teachers 
in Benue state. Also, all the eight ethnic groups in Benue state are 
represented in makurdi the state capital.   
1.7 Definition of Terms 
Self efficacy- as used in this study refers to teacher’s judgement about 
their abilities and capabilities to drive successes in a course of actions 
when faced with various tasks.  
High self-efficacy-those who have confidence in themselves, they always 
think of success in performing task. 
Low self- efficacy- those who lack self believe and confidence in 
themselves to control disturbing thoughts that may give negative results. 
Locus of Control- as used here refers to the degree to which teachers 
believe they are masters of their own destinies. That is to say that their 
abilities, skills and efforts can determine what they can do on the job.  
Internal Locus of Control: as used here refers to the degree to which 
teachers believe that their lives or successes are determined by their 
abilities and efforts. 
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External Locus of Control: as used here refers to the degree to which 
teachers believe their own destinies are influenced by fate or luck. 
Burnout- is a state of emotional exhaustion which is caused by extreme 
levels of stress as well as prolonged stress experienced by teachers. 
Emotional Exhaustion- is a feeling of being emotionally exhausted, tired 
and drained by a teacher’s contact with students or the environment in 
general. 
Depersonalization- is a measure of teachers’ interpersonal context and 
represents a negative or detached response by the teacher 
Personal accomplishment-this refers to feelings of insufficiency, 
incompetency, lack of achievement and sense of inadequacy in a work 
setting. 
Teachers- as used here refer to some or group of people who (is) are 
employed by the government to instruct, guide and impact knowledge or 
teach the students. 
Emotional Labour- is the degree of manipulation of one’s inner feelings 
(i.e deep acting) which is showing through facial expressions and 
outward behavior (i.e surface acting) to display the appropriate emotions 
in response to display rules or occupational norms.  
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CHAPTER TWO 
LITERATURE REVIEW 
This chapter reviews the concepts of self efficacy, locus of control, 
burnout and emotional labour and its concepts, dimensions, consequences 
and theories. Based on the theoretical models, this chapter reviews 
literature pertaining to the constructs and the relationships among the 
constructs. 
2.1  Conceptual Review 
2.1.1  Emotional Labour 
A consensus regarding the definition and conceptualization of 
emotional labour has not yet been reached (Bono & Vey 2005: ye&chen 
2015). Several studies involving emotional labour have differing opinions 
of the definition; this means that emotional labour is a multi-dimensional 
construct where feelings and actions work together for a common goal. 
According to Zhang (2013) emotional labour is showing real emotion, 
pretending emotion and suppression of one’s own mood and emotion. 
According to Hochschild (1983) emotional labour is defined as an 
“exchange value of work which is sold for a wage” and involves “the 
management of feelings to create a publicly observable facial and bodily 
display”. Following this assertion, many theorists believe the latter was 
the best definition because expressive behaviour” is what is considered 
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“organizationally desired and is relevant” in the study of emotional 
labour. Emotional labour can be viewed differently yet, the focal point 
still remains that emotional labour is the suppression if ones emotions to 
achieve organisational goals. 
Emotions are inner feelings that people exhibit, possess, reflect on, 
express, and manage (Mills & Kleinman, 1988; Thoits, 1989). They arise 
through social and personal interactions and are influenced by social, 
cultural, interpersonal, and situational conditions (Martin, 1999). In many 
situations in our daily lives, we often find ourselves suppressing feelings 
and displaying a more socially accepted emotion that is deemed more 
appropriate. For example, showing excitement about a colleague’s 
promotion or suppressing anger when being cut off by someone in a 
waiting line. Regulating one’s emotions to comply with social norms is 
referred to as “emotion work” (Hochschild, 1990). Emotion work plays a 
vital role in the life of the organisation. Organisational aims and 
objectives are sometimes met simply because someone was able to 
suppress emotions. Emotion work therefore, becomes crucial in many 
organisations including teaching.  
 Emotions are very important, when a situation arises, we are 
expected to display particular actions and suppress others, and in such a 
case we do emotion management for a wage. Hochschild (1983) termed 
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this regulation of one’s emotions to comply with occupational or 
organizational norms as “emotional labour.” She defined emotional 
labour as “the management of feeling to create a publicly observable 
facial and bodily display; emotional labour to her means selling off 
oneself for a wage and therefore has exchange value”. In a contrary 
perspective, Yin and Lee (2012) viewed regulation of emotions as the 
show of passion and positive emotion whereby teachers instrumentalised 
emotions to achieve their teaching goals. However, emotional labour 
therefore, is the suppression and manipulation of one’s feelings and 
emotions to bring about behaviour and or a facial appearance that can 
bring value to the organization. People who put on positive behaviour in 
the organisation have the tendency to effect and create innovations that 
will move the organisation forward.     
According to Mou (2014), jobs involving emotional labour possess 
three characteristics: they require the workers to make facial or voice 
contact with the public; they require the worker to produce an emotional 
state in the client or customer, and they provide the employer with an 
opportunity to exert some control over the emotional activities of workers 
(Hochschild, 1983). Based on impression management, Ashforth and 
Humphrey (1993) defined emotional labor as “the act of displaying the 
appropriate emotion.” Their definition differs from Hochschild’s (1983), 
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since their definition emphasizes the actual behaviour rather than the 
presumed emotions underlying the behaviour (Ashforth & Humphrey, 
1993). 
Interpersonal interaction with the essential belief of individuals to 
excel in areas of personal service while dealing with others (Fitzsimmons, 
2002), can also be conceptualized as a form of emotional labour. 
Emotional labour is different from emotion management because 
emotional labour is performed for wages in the public sphere (Wharton, 
1993). Hochschild (1983) identified a list of forty four occupations, 
including teaching that involve significant amounts of emotional labour, 
as well as highlighting the gender segregation in these occupational fields 
by showing the disproportional number of women in many of these 
occupations. The central similarity of these occupations is that emotional 
displays are essential job function, and performing the required emotion 
must be done in such a fashion that the customer believes it is genuine. 
In the same vain Miller and Koesten (2008) agreeing with 
Hochschild (1983) stated that there are three main characteristics that jobs 
requiring high amounts of emotional labour have in common: frequent 
voice or facial contact with the public, the need to produce an emotional 
state and the ability of the employer to control the emotional displays of 
the worker. Hochschild estimated that about one-third of all jobs, and half 
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of women's jobs, require substantial amounts of emotional labour, while 
more recent research has suggested that emotional labour is involved in 
the majority of all workplace communication in a variety of fields (Mann, 
1999; Miller & Koesten, 2008). Various researchers adopted surface 
acting and deep acting as two main strategies of regulating emotions. In 
the case of emotional consonance, the emotions felt by an employee are 
totally congruent with what the job requires (Grandey, 1999). Successful 
teachers are capable of managing the emotional climate of their class by 
showing a whole range of feelings: kindness and empathy, but also, if 
necessary, anger and certain level of harshness (Ashforth & Humphrey, 
1993). Emotional management is not only necessary for teaching, most 
jobs that needs facial contacts are involved.  However, the management 
of emotions in the classroom is paramount and very important because it 
will serve as a link to success and a means to achieve organisation goals.   
2.1.1.1 Display Rules 
In a related style Hochschild (1983) argued that service providers 
and customers share a set of expectations about the nature of emotions 
that should be displayed during the service encounter. These expectations 
are a function of societal norms, occupational norms, and organizational 
norms (Rafaeli & Sutton, 1989). Ekman (1973) referred to such norms as 
display rules, which are shared expectations about which emotions ought 
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to be expressed and which ought to be disguised (Ekman, 1973). The 
service industry in general and the teachers in particular, implement 
display rules to regulate their behaviour. In addition, companies use 
policies, symbols, myths, and stories to teach, demonstrate, and reinforce 
these display rules. Based on these display rules, others groups of 
workers such as service providers are expected to act friendly and upbeat 
and to disguise anger and disgust, even toward annoying customers. 
Further, employees must often relinquish part of their independence to 
the control of their company, including such things as wearing uniforms, 
and regulation of their manners, body language, and emotional 
expressions (Paules, 1991). The purpose is to ensure that employees will 
project the desired image of the company to the public, and that this 
image will elicit the desired response—satisfaction and continued 
patronage—from consumers. Ordinarily companies who successes in 
having control over the independence of their workers performed better in 
terms of workers- customer relationship.   
2.1.1.2 Service Acting 
Emotional management perspective of emotional labour is based 
on the “acting” service teachers perform. Based on Goffman’s (1959) 
dramaturgical perspective of social interactions, Hochschild theorized 
that service is a “show” where the service provider is an “actor,” the 
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customer is the “audience,” and the work setting is the stage (Grandey, 
1999). The work place (school) provides the setting and context that 
allows actors (teachers) to perform for audiences (students). The 
interaction between actors and audiences is based on their mutual 
definition of the setting, which can be interpreted as occupational or 
organizational norms or display rules. 
Researchers proposed that employees perform emotional labour 
through three types of acting mechanism: surface acting, deep acting, and 
genuine acting (Hochschild, 1983; Ashforth & Humphrey, 1993). The 
three stages of service acting is what actually informs a teacher of the 
right emotions to put on during interaction process. These provide an 
atmosphere suitable  for effective teaching and learning. 
2.1.1.3 Surface Acting 
Surface acting involves teachers simulating emotions that are not 
actually felt, by changing their outward appearances (i.e., facial 
expression, gestures, or voice tone) when exhibiting required emotions. 
For example, a teacher may put on a smile and cheerfully greet a student 
even if she or he is feeling down. In this case, the teacher feigns emotions 
that are not experienced. Using the surface acting technique, teachers 
alter the outward expression of emotion in the service by altering their 
inner feelings. By changing facial or bodily expressions, such as slumped 
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shoulders, bowed head, or drooping mouth, inner feelings can be altered 
to a corresponding state (Ashforth & Humphrey, 1993).  
2.1.1.4 Deep Acting 
Another acting technique is deep acting. Deep acting occurs when 
employees’ feelings do not fit the situation; they then use their training or 
past experience to work up appropriate emotions. Unlike surface acting, 
deep acting involves changing inner feelings by altering something more 
than outward appearance. In surface acting, feelings are changed from the 
“outside in,” whereas feelings are changed from the “inside out” in deep 
acting (Hochschild, 1983). Hochschild (1983) classified deep acting as 
(1) exhorting feeling, whereby one actively attempts to evoke or suppress 
an emotion, and (2) trained imagination, whereby one actively invokes 
thoughts, images, and memories to induce the associated emotion 
(thinking of a wedding to feel happy or a funeral to feel sad). In other 
words, teachers use their training or past experiences to help conjure up 
appropriate emotions or responses (empathy, cheerfulness) for a given 
scene (Kruml & Geddes, 2000). By practicing deep acting, emotions are 
actively induced, suppressed, or shaped. 
2.1.1.5 Genuine Acting 
As Hochschild’s acting paradigm rests on the assumption that 
service providers are making efforts to actually feel the emotions they are 
  
22 
 
displaying, many scholars claim that Hochschild ignores the instances 
whereby one spontaneously and genuinely experiences and expresses the 
expected emotion without exerting any effort (Ashforth & Humphrey, 
1993). For example, a teacher may show genuine care when trying to 
comfort a depressed student or a teacher who feels sympathy at the sight 
of an injured student has no need to “act.” Therefore, genuine acting is 
used to imply to the situation where employees spontaneously experience 
and express same emotions..  
Emotions are displayed with very little effortful prompting. 
However, Kruml and Geddes (2000) argued that these assertions about 
Hochschild’s acting classification are incorrect because she described the 
genuinely expressed emotions of service as passive deep acting or 
genuine acting. The proliferation of schools of has brought about 
competitions and as the competitions become more intense, many 
employers challenge their teachers to strive for “world class service.” 
This striving for excellence makes work no longer content for teachers 
thereby engaging in surface acting; they are seeking to achieve genuine 
acting or deep acting in employees. Employers explicitly specify that a 
personal greeting with a big smile and a warm ‘Hello’ means much more 
to a guest than a robotic greeting. Clearly, by encouraging employees to 
engage in genuine acting or deep acting, employers hope to enhance the 
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authenticity of the service performance and reduce the possibility that 
service providers might break the service “norms” and express emotions 
incongruous with the role they are expected to play. 
Wharton (1999) suggested two reasons why the regulation of 
service providers’ emotional displays is problematic. First, to ensure 
service quality, employers often implement behaviour scripts (such as 
smile, eye contact, body position, tone of voice) for service providers to 
follow. This restrictive script prevents service providers from interacting 
with customers based on spontaneous intuition, but on a script drawn up 
by employers. That is, workers’ own inclinations for interaction may be 
suppressed and replaced by an organizationally sanctioned response 
(Wharton, 1999). Second, service providers may have different interests’ 
vis-à-vis the outcome of the interaction. That is, employers believe that 
service providers’ emotional displays are instruments of service 
excellence. While front line employees may sometimes share those 
objectives, they do not always do so. In these instances, workers’ interests 
may be sacrificed. 
Similarly, Ashforth and Humphrey (1993) highlight the 
consequences of emotional labour based on service providers’ capacity to 
strike a balance between the requirements of the self and the demands of 
the work role. Sustained performance of emotional labour may engender 
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a fusion of self and work role, an estrangement between self and work 
role that comes at the expense of the self, or an estrangement between self 
and work role that comes at the expense of the work role. The fusion of 
self and work role can be seen as the service providers’ inability to 
depersonalize and detach themselves from the work roles. Research has 
shown that workers in human service occupations, such as teaching, 
social work or counselling, are often too identified with their work roles 
and lose the ability to maintain sufficient psychological distance between 
the emotional requirements of their job and their sense of self.  
             Another potential consequence of emotional labour is the 
estrangement between self and work role. Just as workers on the 
assembling lines become estranged from their bodies, service providers 
may become estranged from their true feelings (Hochschild, 1983). 
Hochschild claimed that most of the negative consequences of 
performing emotional labor has its roots in this estrangement. The 
estrangement between oneself and the work role is often presented in the 
forms of emotive dissonance or in authenticity, which can be seen as a 
result of surface acting. Similar to cognitive dissonance, emotive 
dissonance reflects a gap between felt emotions and expressed emotions. 
For example, a front desk employee greets a customer in a cheerful and 
enthusiastic manner but indeed, it does not necessarily portray genuine 
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emotions. The inconsistency between expressed emotions (cheerful and 
enthusiastic) and felt emotions (down and unhappy) is emotive 
dissonance. Based on the assumption that people are motivated to 
maintain and enhance their sense of self as being meaningful and 
authentic (Erickson & Wharton, 1997), the experience of emotive 
dissonance may cause the individual to feel false and hypocritical.  
Although students are major stress-producing figures for teachers, 
students also provide teachers with many pleasurable and satisfying 
moments in the work (Tolich, 1993). One reason for this satisfaction is 
that students enliven the otherwise monotonous tasks because of the 
social relationship between teachers and students, their presence, even 
when annoying, is only somewhat distracting, and can be stimulating. 
2.1.1.6 Emotional Labour Antecedents 
The way individuals perform emotional labour is influenced by 
various individual and situational characteristics (Hochschild, 1983). 
Most of the research on emotional labour has been situationally based. 
Situational variables such as frequency and duration are a variety of 
emotional labor, they are capable of influencing the thought, action and 
behavior of a person (Morris & Feldman, 1996). According to Morris and 
Feldman (1996) situations are influenced by the presence of display rules 
and other job variables such as display training, quality orientation and 
  
26 
 
job autonomy (Kruml & Geddes, 2000) are frequently treated as 
antecedents of emotional labor. However, emotional labour is formulated 
as having an endogenous source of variance, one that is reflective of the 
ongoing state of the person as opposed to being a product of the situation.  
The various approaches to emotional labor involves the 
measurement of individual dispositions and the assumption that such 
measures can aid in explaining individual attitudes and behavior (Staw & 
Ross, 1985). Therefore, it is assumed that people can be characterized 
into certain dimensions, that these dimensions have some stability over 
time, and that these dimensions are useful in predicting individual 
behavior across situations. This means that situations are capable to 
dictate the kind of emotion to exhibit. This is common and typical of a 
teacher.   
Individual characteristics affect the ways they perform emotional 
labour through different acting mechanisms, and thus lead to different 
outcomes. The underlying assumption is that, individuals with different 
situational and disposition orientations appraise the same emotional 
display rules differently. In addition, individuals with different situations 
and dispositions utilize different acting mechanisms to enact emotional 
labor. Despite documented concerns regarding these job outcomes in 
certain service professions, there are little empirical studies that focus 
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specifically on the emotional labour of teachers (Brown, 2012). While 
traditional views of teaching emphasize the instructional focus of the 
profession, studies in education suggest that teaching is an emotional 
practice (Hargreaves, 1998), thus prompting further investigation into the 
role of emotion in teaching.  
Despite the limited attention paid to the role of emotion in schools 
and in teaching, some have asserted that “emotions are dynamic parts of 
ourselves, and whether they are positive or negative, all organizations, 
including schools and even home are full of them” (Hargreaves, 1998). 
Literature has suggested that the exploration of emotion in teaching began 
following the empirical work on the importance of having a caring, moral 
teacher in the classroom (Brown, 2002; Noddings, 1992). Whereas 
teaching began incorporating the importance of emotion and teacher-
student relationships, the concepts of emotion and teaching remained 
unassociated. Hargreaves (2001) described this lack of connection, stating 
that “a tactful, caring, or passionate teacher is treated largely as a matter 
of personal disposition, moral commitment, or private virtue, rather than 
being shaped by  particular ways of organizing teaching as emotional 
experiences”.  
In a bid to associate emotional labour with teaching as a 
profession, Noddings (1992) challenged the technical and cognitive 
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conceptualizations of teaching that often dictate educational policy and 
reform. According to his view, the proliferation of education mandates, 
accountability and standardized testing, teaching profession has evolve 
into a more stressful and emotional job. This is because emotional aspect 
of the job is capable of interfering with the teachers’ ability to think, 
reflect, accept criticism and suggest some ** researchers continued to 
argue that the field needs to look at teaching from a broader, more 
contextualized view: 
In an age when the work of teachers is being restructured all 
around them (often in ways that make it much more difficult), personality 
and moral commitments of teachers without due regard for the contexts in 
which teachers work (many of which are making teachers’ emotional 
commitments to students harder and harder to sustain), will only add to 
the intolerable guilt and burnout that many members of the teaching force 
already experienced (Hargreaves, 1998). Hence, to explore teachers’ 
emotions, we also must understand the social and contextual influences 
that contribute to defining teachers’ emotional experiences.  
Hargreaves (1998) comment on what he termed emotional 
geographies. He defined them as the spatial and experiential patterns of 
closeness and/or distance in human interactions and relationships that 
help create, configure and colour the feelings and emotions we 
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experience about ourselves, our world and each other. Although, the 
purpose of this study does not call for an in-depth study of emotional 
geographies, a key contributor to understanding emotional geographies is 
the emotional interactions between teacher and student. In addition, 
studies on emotional geographies highlight how emotions influence all 
aspects of a school’s ecology inclusive of its moral, professional, physical 
and political cultures. In addition to understanding emotional geographies 
of teachers, researchers have explored teachers’ emotional understanding 
(Hargreaves, 1998). Research has argued that the daily interactions of 
teachers and students involve ongoing dynamic exchanges of emotions 
and feelings and has supported four key insights about teaching and 
learning. 
Teaching and learning involve emotional understanding, teaching 
is a form of emotional labour, and Teachers’ emotions are inseparable 
from their moral purposes and their ability to achieve those purposes 
(Hargreaves, 2001; zembylas, 2004). In short, teaching involves emotion. 
However, given the academic focus of the field, many teachers are 
unaware of their emotional understandings and the influence of emotional 
exchanges upon daily practice and student learning. Teaching and 
learning therefore becomes ineffective when these emotional resources 
are failed to put into consideration. 
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Teaching is an emotional practice, yet teachers are not supported or 
trained on how to handle emotional interactions within the workplace 
(Nias, 1999). Unlike other service fields (e.g., nursing, hospitality, or 
sales), teachers do not have clear guidelines on how to handle emotional 
exchanges and reactions in education. It has been discerned that teaching 
involves an affective domain and teachers “bring their feelings into 
school or college with them and have to learn to take this into account in 
their dealings with others” (brown, 2012). However, little evidence exists 
on how teachers should handle emotional interactions on the job, 
regarding specifically the expected emotional display rules that lead to 
the achievement of organizational goals. 
With emotion established as an integral component of the teaching 
profession, qualitative studies have attempted to identify emotional rules 
that assist teachers during emotional interactions (Zembylas, 2007). Case 
studies have described some of the emotional complexities of teaching, 
such as the individualized ways that teachers interact with students during 
crisis. For instance, if a school had a bomb threat, one teacher might show 
calmness by directing students kindly to the closest exit door. On the 
other hand, another teacher might show anger by yelling at students to 
exit the building quickly. These scenarios illustrate the variability of 
teachers’ emotional display rules without clear standards on how to 
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manage feelings on the job. As a result, researchers have established that 
"emotional rules or emotional characteristics of teaching are more 
important for what they do rather than what they mean” (Zembylas, 
2004), suggesting that emotional rules might assist teachers in monitoring 
how they respond to emotionally charged situations in schools. 
2.1.2 Self Efficacy 
Self-Efficacy can be considered to be a belief in ones abilities and 
capabilities to drive successes and actions when faced with various tasks.  
Self-Efficacy is a term that emerged in the field of behaviour 
modification, and was formulated and developed by Albert Bandura of 
the Department of Psychology at Stanford University, California. Self-
Efficacy is defined “as beliefs in one’s capabilities to mobilise the 
motivation, cognitive resources, and courses of action needed to meet 
given situational demands” (Wood & Bandura, 1989). However the 
definition of Bandura (1997) states that “it is the belief in ones 
capabilities to organise and execute the courses of action required to 
produce given attainments”. Gardener and Pierce (1998) postulate that, 
Self-Efficacy gradually emerges through the experiences that the 
individual accumulates. In contrast to these ideas, some researchers have 
argued that self-efficacy might simply be a reflection of past 
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performance, rather than a generative motivational belief impacting 
future performance (Ramchunder, 2012).  
The construct of self-efficacy represents one core aspect of 
Bandura’s Social Cognitive Theory (Bandura, 1986). According to the 
Social Cognitive Theory (Bandura, 1986, 1997), Self-efficacy beliefs 
vary on three dimensions:  
 Level or magnitude (particular level of task difficulty);  
 Strength (certainty of successfully performing a particular level of 
task difficulty); and  
 Generality (the extent to which magnitude and strength beliefs, 
generalise across tasks and situations).  
The formal definition of self-efficacy that is usually used by 
Bandura is, however, a somewhat broader and more workable definition 
for positive organisational behaviours and is provided by Stajkovic and 
Luthans (2008). This definition states that self-efficacy refers to an 
individual’s conviction (or confidence) about his or her abilities to 
mobilise the motivation, cognitive resources and courses of action needed 
to successfully execute a specific task within a given context. Researchers 
have become interested in the more trait-like generality dimension of self-
efficacy, which has been termed general self-efficacy (GSE) (Judge, Erez 
& Bono, 1998). Gardner and Pierce (1998) state that self-efficacy can be 
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viewed from both a specific and general angle. Specific self-efficacy 
follows Bandura’s conceptualisation of self-efficacy).  
The more the self-efficacious a person feels, the more confidence 
he or she will feel about successfully performing a task in a certain 
domain (Villanueva & Sanchez, 2007). Efficacious beliefs influence how 
people feel, think, motivate themselves and behave, however self-
efficacious beliefs produce these diverse effects through major processes 
which include cognitive, motivational, and affective and selection 
processes (Bandura, 1994). Thus, it is important to acknowledge that self-
efficacy can impede or enhance a person at various processes (cognitive, 
motivational, affective and selection). 
Self-efficacy mediates between workers’ ability and their 
purposive action. Perceived self-efficacy influences the course of action 
adopted, effort invested, endurance and resilience in the face of obstacles 
and failures, coping and level of accomplishment. Workers with high 
self-efficacy tend to be future oriented, take effective course of action and 
consequently self-efficacy is enhanced. In its role as a mediator between 
task capability and action, self-efficacy is dependent on one’s belief to 
control capability. Perceived self-efficacy is concerned with people’s 
belief in their capabilities to perform in ways that give them some control 
over events that affect their lives (Bandura, 1997). 
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Self-efficacy regulates functioning through four media: cognitive, 
motivational, choice and emotional processes (Bandura, 1999). This 
regulatory role of self-efficacy in the domains of cognition, behaviour 
and emotion are highly germane to the facilitation of emotional labour 
process. In the display of emotional labour the four domains of self-
efficacy (cognitive, motivational, choice and emotional processes) come 
into play. The cognitive processes include one’s ability to exercise 
control over one’s thoughts and mental process. 
Emotional labour undoubtedly requires thoughtful control of 
action, as well as problem-solving and decision-making. To be able to 
perform the task of emotional labour would require that employees are 
both intrinsically and extrinsically motivated. Perceived efficacy is 
crucial for the development and regulation of motivation. Cognitive 
motivation based on goal intention is mediated by self-influences; self-
evaluation, perceived self-efficacy for goal attainment and ongoing 
adjustment of personal standard (Bandura, 1997). Of these three 
mediators of motivation, self-efficacy has a causal influence on 
motivation. 
The next domain of self-efficacy is choice of behaviour. Perceived 
self-efficacy influences choices of goals, activities directed to attaining 
the goal, the amount of effort expended and perseverance in the face of 
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adversity. High self-efficacy leads to setting higher goals and greater 
commitment to attaining them. Emotional labour display certainly 
involves behavioural decision. Employees would have to make a decision 
as to which aspect of emotion has to be put under display. This to some 
extent would be affected by his/her belief in his capacity to perform the 
behaviour under consideration (behavioural self-efficacy) (Sterrett, 1998). 
The last of the domain is emotion. Self-efficacy beliefs impact on 
both the type and intensity of emotion with low self-efficacy to attain a 
goal leading to despondency. Lack of self-belief in controlling disturbing 
thoughts results in negative affects state leading to poor self-efficacy, 
lowered performance and further despondency. Positive affect states 
leads to enhanced self-efficacy (Niles & Sowa, 1992; Sterrett, 1998).  
Self-efficacy beliefs are developed and increased primarily through 
four major processes and sources of information. These are (a) past 
performance accomplishments and successful mastery experiences, (b) 
vicarious learning experiences through observing the performance of role 
models and modeling them, (c) verbal persuasion such as social 
influences in response to one’s abilities and encouragement from others, 
and (d) emotional arousal such as anxiety and other negative 
psychological states (Bandura, 1982). These sources are truly essential in 
understanding how self-efficacy beliefs develop, and are the foundation 
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for the current research. Although self-efficacy is flexible, it usually 
comes from sources that are based primarily on past performance 
experiences (Lane, Jones & Stevens, 2002). In fact, past performance 
accomplishments tend to be the most powerful and dependable predictors 
of self-efficacy beliefs (Bandura, 1977, 1986). High self-efficacy beliefs 
from past experiences of success and mastery, and low self-efficacy 
based on poor experiences is generalize across different contexts and 
situations (Niles & Sowa, 1992; Sterrett, 1998). Based on this research it 
is predicted that past performance accomplishments have the strongest 
influence on self-efficacy beliefs. 
A person’s self-efficacy can also be increased when encouraged by 
others they are capable of successfully completing a task, especially 
regarding mastery in difficult situations. Guidance and positive 
suggestions from others can assist in correcting performance in areas 
needing improvement, which are producing unsuccessful results. This 
encouragement however, can be less influential than an individual’s own 
accomplishment experiences, since it is not based on authentic personal 
experiences. As a result, people will not believe what they are being told. 
In response, it is important that people utilize verbal support and 
encouragement from others, to be motivated to create new opportunities 
to observe their own success (Bandura, 1977). 
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Emotional arousal is another source of information that can impact 
self-efficacy. People often rely to some extent on their emotional 
reactions to situations or tasks to help determine if they can cope and be 
successful at it. High negative emotional arousal often debilitates 
performance, whereas positive emotional arousal can raise performance. 
Negative emotional arousals are stressful reactions that often lead to fear, 
and cause people to doubt their competency. Positive emotional arousals 
and anxiety towards a task can lead people to be more motivated to 
perform successfully and increase feelings of satisfaction from the task. It 
is essential therefore, that techniques to reduce negative and increase 
positive emotions be used to raise self-efficacy (Bandura, 1977). 
According to Bandura (1977) many self-efficacy beliefs are also 
developed by learning from other people’s experiences. Observing others 
perform successfully can improve people’s beliefs in their own 
capabilities to perform in similar ways, and helps encourage persistence 
in their own efforts. People often compare themselves to others and 
become convinced that if someone else similar to them can do it, so can 
they. The clearer the outcomes and the more determination expended in 
the face of obstacles by the model, the more likely the observer will be to 
model that behavior in the future. Since observing others is not a direct 
reflection on how someone will think though, its effect can be weaker 
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than the other sources. As a result, it is beneficial for people to observe 
the successes of others to help enhance their confidence in their own 
abilities to succeed. 
2.1.2.1 Teacher Self Efficacy 
The development of teacher self efficacy, also referred to as 
teacher efficacy, serves as a vehicle for a teacher’s self-confidence in 
personal abilities to effectively perform functions associated with 
teaching (Watson, 2006). Teacher self-efficacy greatly influences 
motivation levels and directly associates with a teacher’s persistence to 
engage in specific behaviours and multiple instructional practices that 
best meet the needs of students and effectively help students learn 
(Bandura, 2006). We must begin to look at ways that increasing demands 
influence the development of teacher’s self-efficacy and how such 
demands alter the emotional state of the teachers (Zembylas, 2002). We 
should further investigate the influence of emotional labour and self-
efficacy formed in the professional setting as it relates to teachers’ 
practices. With the proliferation of educational mandates, accountability, 
and standardized testing on the rise, the profession of teaching continues 
to evolve into a more stressful and emotional occupation. The associated 
emotional aspect of education can interfere with a teacher’s ability to 
self-reflect, accept criticism and suggestions from others, and effectively 
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alter pedagogical practices in order to improve classroom instruction 
(Sutton & Wheatley, 2003).  
In addition to mastery and vicarious experiences, social or verbal 
persuasion also affects levels of self-efficacy. The persuasive messages 
individuals receive from others, such as; evaluative feedback from 
students, colleagues, administrators, and parents, likely influence how 
capable one feels in his job. Positive messages typically boost self-
efficacy, while criticisms tend to undermine it. This is likely why teachers 
who perceive more support from their principals are less stressed and 
more committed and satisfied with their jobs than those who perceive less 
support (Kruml & Geddes, 2000). Similarly, research shows that 
educators who remain in their jobs were about four times more likely to 
recognize their administrators as supportive and encouraging than were 
the teachers who left their jobs (Brown, 2011). Verbal persuasion thus 
allows an individual to overcome doubt when others express their beliefs 
in the individual’s ability. Self-efficacy stemming from verbal persuasion 
is not enduring, however, and requires constant reassurance from others; 
any sign of failure or obstacles will weaken the individual’s self-efficacy.  
Physiological and emotional states, which deal with the 
individual’s somatic and affective responses regarding his performance, 
are also a source of self-efficacy. For instance, excessive stress or anxiety 
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can convince teachers they do not have the skills necessary to carry out 
their job successfully. Emotional arousal taps the individual’s anxiety, 
steering him away from a feeling of avoidance. Teachers with low self-
efficacy have reduced motivation to teach (Bandura, 1997). If the task is 
not successfully completed, the individual’s self-efficacy will be further 
influenced in a negative manner (Bandura, 1977). On the other hand, 
those who feel energized by the teaching task likely approach their work 
with confidence. For example, the multiple pressures on special education 
teachers pose legitimate concerns for increased stress, which is associated 
with burnout and teacher attrition (Kruml & Geddes, 2000). In general, 
self-efficacy will improve through consistently successful outcomes and 
decrease with repeated failures.  
Labone (2004) posited that efficacy beliefs are best instilled by 
presenting the pursuit as relying on acquirable skills, raising performer’s 
beliefs in their ability to acquire skills, modeling the requisite skills, 
structuring activities in masterable steps that ensure a high level of initial 
success, and providing explicit feedback of continued progress. Teachers’ 
efficacy beliefs are best enhanced through the effective combination of 
efficacy information from different sources because each source of 
efficacy information alone may contribute in some way to the 
enhancement of teachers’ efficacy beliefs (Labone, 2004). Thus, it is best 
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for research investigating teachers’ efficacy beliefs to consider the 
various sources of efficacy information. 
After exploring the variables that influence student teachers’ 
perceptions of their teaching efficacy, Poulou (2007), highlighted the 
importance of student teachers’ personality characteristics, capabilities, 
and motivation as potential sources of teaching efficacy. The author 
found that student teachers’ motivation (for example, love for pupils, 
which enhances efforts towards effective teaching and personal effort and 
study about topics of teaching effectiveness) to improve their teaching 
efficacy received the highest ratings as a source of teaching efficacy in 
the study of 198 fourth-year students in Greece. In addition, student 
teachers’ personality characteristics (for example, direct communication 
with pupils, positive stance/humor) and enactive mastery with 
social/verbal persuasion also received high mean scores as likely sources 
of teaching efficacy. The more student teachers perceived themselves as 
possessing specific personality characteristics and teaching capabilities, 
the more they felt efficacious in implementing instructional and discipline 
strategies and involving pupils in the learning process. In the longitudinal 
case study of one elementary science teacher during her transition from 
pre-service to in-service teaching, Mulholland and Wallace (2001) found 
that mastery experience was a powerful influence on her teaching 
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confidence and perception of competence. In their case study of Katie, a 
beginning elementary school student teacher in Australia, the researchers 
noted that “the enthusiasm of children during a science lesson seemed to 
act as a form of social persuasion (Bandura, 1997) which encouraged 
Katie to teach science and had the potential to strengthen Katie’s science 
teaching beliefs”(Mulholland & Wallace, 2001, p. 249). Mastery 
experiences were achieved when pre-service teachers were better able to 
use manageable manipulative and work with smaller groups of children 
who were interacting with other children. Early development of high self-
efficacy beliefs by achieving mastery experiences is important to 
continue teaching science in the in-service situation. The authors found 
that the enthusiasm of children and social persuasion provided by 
children were the constant source of positive information in both pre-
service and in-service situations, providing pressure to continue teaching 
science despite the setback. They emphasize the need to consider all 
sources of information in developing science teachers’ self-efficacy 
because they recognize the lack of appropriate vicarious experience in the 
elementary school to be a major drawback to the development of science 
teaching self-efficacy.  
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2.1.3 Locus of Control 
People have a general belief in the amount of control they have 
over their lives. The construct of personal control is central to 
psychological research. Ross and Sastry (1999) claim it may be a more 
important determinant of psychological well-being than any other 
psychological factor. The concept of Locus of Control (LOC) originates 
from Rotter’s (1966) Social Learning Theory. Locus of Control refers to 
the degree to which individuals believe they are masters of their own 
destinies. Rotter (1966) referred to individuals who believe they can 
control their fate as ‘Internals’ whilst those who believe their lives are 
controlled by outside forces, he called ‘Externals’. Individuals who 
display an Internal LOC believe that outcomes are the direct result of 
their own actions, abilities, efforts and so on. Externals reflect the belief 
that outcomes are the consequence of some external causal agent, such as 
luck, fate or powerful others. According to Spector (1982) perceptions of 
control (or lack of control) determine whether outcomes are positive or 
negative. Research suggests that individuals with Internal LOC are more 
motivated, put in more effort at work, perform better and have higher 
starting salaries compared with individuals with external Locus of control 
(Spector, 1982).  
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Whilst Rotter’s (1966) concept of Locus of control (RLOC) 
considered it to be internal verse external, subsequent research by Collins 
(1974) identified 4 factors within the RLOC, namely belief in: a difficult 
world; a just world; a predictable world; and a politically responsive 
world. Berrenberg (1987) supported the view of LOC as a multi-
dimensional construct however, she argued that previous models 
conceived control over outcomes as a direct function of the causal agent 
where internal and external control were non-interactional and non-
mediational, respectively. In other words an outcome was perceived as 
the result of an internal or external cause but never both (Berrenberg, 
1987). Belief in Personal Control Scale (BPCS) posits the existence of 
Mediated Control and is designed to measure three dimensions of 
personal control: General External Control, Exaggerated Internal Control 
and God-Mediated Control.  
Two approaches have been taken to define and measure God 
Mediated Control. Welton, Adkins, Ingle and Dixon (1996) maintain that 
control over an individual’s life is entirely in the hands of God. My life is 
primarily controlled by God is an example on an item taken from 
Welton’s The Multidimensional Locus of Control Scales: God Control 
Revision (Welton, 1999). A similar approach is taken by Schieman, 
Pudrovska and Milkie, (2005) to measure their concept of divine control. 
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A different approach to God Mediated Control is taken by Berrenberg 
(1987) in which one can enlist God’s help without completely 
surrendering control of one’s life. It is more of a partnership with God to 
enable one to control one’s life. This view is reflected in the following 
item taken from Berrenberg’s Belief in Personal Control Scale I can 
succeed with God’s help (Berrenberg, 1987).  
In Berrenberg’s (1987) Belief in Personal Control Scale and 
General External Control assesses the extent to which an individual 
believes his or her outcomes are self-produced (internality) or produced 
by fate or others (externality). The Exaggerated Internal Control 
dimension measures an extreme and unrealistic belief in personal control. 
Finally the God Mediated Control reflects the belief that outcomes are 
indirectly produced by one’s actions, that there is an external agent 
mediating between the self and the outcome. The mediator may be a 
supernatural force (e.g. a God) or a social force (e.g. another person). An 
individual may believe that she or he has control over their life to the 
extent that some external agent(s) can be engaged to assist. This 
dimension distinguishes between those who feel control comes from God 
or those who believe they have no control over their outcomes. 
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2.1.4 Burnout 
Scott (2006) states that burnout was first coined in 1974 by Herbert 
Freudenberger. Freudenberger (1974) originally defined ‘burnout’ as, 
“the extinction of motivation or incentive, especially where one's 
devotion to a cause or relationship fails to produce the desired results.” 
According to Schaufeli (2003) the term “burnout” was first used as a 
colloquial term by professionals such as, poverty lawyers, social workers, 
teachers, and hospice counsellors. It was used to denote gradual energy 
depletion and loss of motivation and commitment that was often 
associated with a wide array of other physical and mental symptoms. 
According to Maru (2002) burnout is a condition that is on the rise among 
workers today and is even seen as an occupational hazard for various 
people-oriented professions (Maslach, 1998) as it is most commonly 
found among individuals who have intense contact and involvement with 
others during the course of their workday (Maru, 2002). Burnout is 
therefore a common problem amongst teachers in South Nigeria. Couper 
(2005) states that exposure to excessive and prolonged stress is the main 
cause of burnout. Burnout should be distinguished from concepts such as 
stress, as burnout is a result of chronic, ongoing stress (Storm & 
Rothmann, 2003).  
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Originally, burnout was thought of as a problem only experienced 
by those who are working in the human services sector. Maslach (1982) 
states that burnout can occur among individuals who do “people work” of 
some kind, particularly when the people they deal with are troubled or are 
having problems. Burnout results from chronic exposure to specific 
conditions (that is, the social interaction between human service providers 
and their recipients) among people-workers. Burnout is thought “to 
represent a unique response to frequent and intense client-patient 
interactions” (Maslach, 1982; Maslach & Jackson, 1981). 
Burnout is defined as state of emotional and physical exhaustion 
caused by extreme levels of stress as well as prolonged stress. Burnout 
can occur when an individual feels overwhelmed and unable to meet 
constant demands. As the stress continues, workers begin to lose the 
interest or motivation that led them to take on a certain job in the first 
place (Smith, Jaffe-Gill, Segal & Segal, 2007). According to Reichel and 
Neumann (1993) burnout can be defined as a state of physical, emotional, 
and mental exhaustion, as well as cynicism towards one's work in 
response to chronic organizational stressors. 
Working as a teacher is often seen as being stressful, and this can 
foster burnout. Burnout can also be seen as a final stage of a breakdown 
that has resulted from a long term imbalance of demands and resources, 
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and can be accompanied by chronic malfunctioning at work (Mostert & 
Joubert, 2005). According to Sutherland and Cooper (1996), burnout is 
often associated with tension, irritability and low self-esteem. 
Conceptually, burnout consists of three separate but interrelated 
constructs, namely emotional exhaustion, depersonalisation, and reduced 
personal accomplishment (Visser & Rothmann, 2009) each of which is 
discussed below.  
Emotional exhaustion: The individual stress dimension of burnout, 
refers to feelings of depleted physical and emotional resources and 
prompts actions in the individual to distance himself or herself 
emotionally and cognitively from his/her work, presumably as a way to 
cope with work overload (Pienaar & Sieberhagen, 2005). It refers to 
feelings of strain, fatigue, helplessness and depression (Milner, Fisher & 
Latif, 2007).  
Emotional exhaustion is thought to be the most important factor in 
burnout and is usually the first reaction to set in. It refers to feelings of 
emotional depletion and extreme tiredness in which the individual does 
not have the resources to cope with the emotional demands of the work 
(Visser & Rothmann, 2009). Schaufeli and Enzmann (1998) cited Visser 
and Rothmann (2009) identified exhaustion as a core indicator of 
burnout. Chronic exhaustion can lead people to distance themselves 
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emotionally and cognitively from their work, so that they are less 
involved with or responsive to the needs of other people or the demands 
of the task (Maslach, 1998 cited in Visser & Rothmann, 2009).  
Depersonalization: The interpersonal context dimension is represented 
by depersonalization, which entails negative, callous and cynical attitudes 
or excessively detached responses to the recipients of service and care, 
reducing the recipient to an impersonal object. These dimensions are 
generally considered to be the core symptoms of burnout (Pienaar & 
Sieberhagen, 2005). Depersonalisation, more recently termed cynicism 
(Milner et al., 2007) comprises an uncaring and distant approach to work 
as well as a lack of enthusiasm for work and a detachment from 
involvement with others resulting in coldness and disregard for others’ 
feelings (Milner et al., 2007).  
Lack of Personal Accomplishment: The third dimension, Lack of 
personal accomplishment, represents the self-evaluation dimension of 
burnout and refers to feelings of insufficiency, incompetence and lack of 
achievement, as well as feelings of unproductiveness (Maslach, 
Schaufeli, & Leiter, 2001; Pienaar & Sieberhagen, 2005).  
Reduced personal accomplishment refers to a diminished sense of 
competence and accomplishment in one’s work and a general sense of 
inadequacy especially in the work setting (Pienaar & Sieberhagen, 2005). 
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2.1.4.1 Teacher Burnout 
Teacher Burnout is defined by Maslach (1976) as a three-
component psychological syndrome of emotional exhaustion, 
depersonalization, and feelings of low personal accomplishment.  
Emotional exhaustion is the most central of the three burnout factors and 
is characterized as a depletion of emotional and physical resources 
(Maslach, Schaufeli, & Leiter, 2001).  Depersonalization occurs when 
teachers distance themselves from their students and become indifferent 
to their needs and qualities as individuals in an attempt to cope with 
discouragement and cynicism (Maslach et al., 2001).  Reduced Personal 
Accomplishment is derived from feelings of inefficacy (Jackson, Schwab, 
& Schuler, 1986), when teachers no longer believe their actions can affect 
positive change. Negative self-evaluation and a perceived sense of 
helplessness accompany the belief that efforts to influence successful 
outcomes are futile and out of reach (Evers et al., 2002; Jackson et al., 
1986).  
Maslach’s theoretical framework for teacher burnout is 
predominant in the field of occupational burnout. In a study conducted by 
Evers et al., (2002) the onset of burnout was studied during the initiation 
of a novel, broad-scale intervention designed to increase creativity and 
independent work habits among Dutch high school students. The sample 
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included 490 secondary, general education teachers from the Netherlands. 
The teachers completed three questionnaires: The Maslach Burnout 
Inventory, a questionnaire on teachers’ attitudes concerning the 
usefulness and effectiveness of the intervention, and a self efficacy 
questionnaire.  
2.2 Theoretical Review  
  This section review relevant theories of variables of study  
2.2.1 Theories of Emotional Labour 
Emotional labour theories such as the interactionist theory and 
dramaturgical theory are review. 
2.2.1.1 Interactionist Theory 
Morris and Feldman (1996, 1997) proposed a model of emotional 
labour based on the interactionist model of emotion, where emotions are 
expressed and determined by the social environment. The interactionist 
view of emotion infers that emotion is partly socially constructed. It is the 
social factors that determine the experience and expression of emotion 
during service transactions. Morris and Feldman (1996) conceptualized 
emotional labour based on the interactionist model, and defined 
emotional labour as “the effort, planning, and control needed to express 
organizationally desired emotion during interpersonal transactions”. 
Based on this definition, they proposed emotional labour as a four-
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dimension construct: frequency of emotional labour, attentiveness 
(intensity of emotions, duration of interaction), variety of emotions 
required, and emotive dissonance (the difference between felt emotions 
and expressed emotions). 
However, other researchers have criticized Morris and Feldman’s 
approach and raised some conceptual and methodological concerns 
regarding these dimensions and how they were identified. Grandey 
(1999) argued that frequency, duration, and variety of emotional labour 
provide information about the job demands on employees’ emotional 
displays. However, “they do not define what emotional labour is” 
(Grandey, 1999). These three factors capture only the presence of 
emotional labour, but fail to further explain the emotion management 
process of the employee. Similarly, Kruml and Geddes (2000) argued that 
Morris and Feldman’s dimensionality of emotional labour is 
methodologically problematic. Kruml and Geddes (2000) criticised the 
content validity of Morris and Feldman’s (1997) first three dimensions 
(frequency, duration, and variety). They argued that these three 
dimensions failed to conceptually link to their definition of emotional 
labour, which emphasized the individual’s effort, planning, and control of 
emotional labour (Kruml & Geddes, 2000). 
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This theory is criticized on the ground that emotion labour is not 
just socially constructed but also seems as a rational judgement in the 
workplace. Employees are paid to perform the work which they are 
employed to do. So there is no rationale for emotional torture. All those 
amount to hard work. Employees should have sound judgement of the 
work they do because of the contract signed. Also, the definition of 
emotional labour by morris & Feldman is not clear because they did not 
defined emotional labour but only gave a description of what emotional 
labour is.   
2.2.1.2 Dramaturgical Theory 
Recently, some researchers have constructed theories about 
emotional labour based on Hochschild’s dramaturgical perspective of 
emotion management. The essence of this perspective rests on viewing 
employers as audiences, teacherss as actors, and the workplace as 
theatres. Therefore, by utilizing different acting techniques (surface 
acting, deep acting, or genuine acting) teachers alter their outward 
appearances, behaviour or inner emotional state to control emotional 
expression according to situational dictates or display rules. Grandey 
(1999) asserted that theorizing emotional labour from a dramaturgical 
perspective can explain “how” emotion is managed (effort and control). 
Knowing the process and methods teachers use to manage their emotions 
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is most useful when researchers’ purpose is to understand this mechanism 
and its relationships with other work outcomes (i.e. attitude, withdrawal 
behavior). Thus this dramaturgical perspective can gain utility for 
emotional labour theory development (Grandey, 1999). 
Kruml and Geddes (2000) identified two dimensions of emotional 
labour based on Hochschild’s acting perspective. They developed an 
emotional labour scale based on three types of acting—surface acting, 
deep acting, and genuine acting. Factorial analysis resulted in two 
dimensions—emotive dissonance and emotive effort. According to Kruml 
and Geddes (2000), emotive dissonance represents the degree to which 
employees’ expressed emotions align with their true feelings. Hochschild 
(1983) defined emotive dissonance as “the difference between genuinely 
felt emotions and feigned emotions.” The dimension of emotive 
dissonance can capture surface and genuine deep acting as two opposite 
ends of a continuum (Kruml & Geddes, 2000). The more teachers adopt 
surface acting, the more emotive dissonance they experience. On the 
other hand, the more they adopt genuine acting, the less emotive 
dissonance they experience. 
Another dimension of emotional labour is emotive effort. Kruml 
and Geddes (2000) claimed that this dimension taps the domain of deep 
acting. Deep acting involves attempts to actually experience the emotions 
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one is required to display. Employees need to actively strive to invoke 
thoughts, images, memories, or past experience to conjure up the 
appropriate emotional state and thereafter emotional expression. 
Therefore, the emotive effort dimension of emotional labor captures them 
“efforts” teachers need to exert when engaging in deep acting.  
Based on the dramaturgical perspective of emotional labor and 
drawn from Grandey (1999), and Kruml and Geddes’ (2000) works, in 
this study, emotional labor is conceptualised as “the degree of 
manipulation of one’s inner feelings or outward behavior to display the 
appropriate emotion in response to display rules or occupational norms.” 
This emphasizes the different degrees of effort employees exert to 
manipulate or change their emotional state and behavior. As different 
types of acting require exerting different degrees of effort, surface acting 
is predicted to require the least effort, whereas deep acting requires the 
most effort. Genuine acting is when employees spontaneously feel what 
they are required to feel. It still requires some effort (or labor) to express 
emotions in an organizationally appropriate manner (Morris & Feldman, 
1996). 
This theory is criticised on the ground that people react and 
respond differently to stimuli. According to the claim laid by the deep 
acting dimension of emotional labour where it states that employee 
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requires efforts to conjure the past to experience some emotion is not 
always true. This is because some people do not even have emotions once 
they are dawn with an issue they find it difficult to revisit. Again it is 
difficult to agree to the fact that emotions can align with true feelings 
because that can only be established by the actor. 
2.2.2 Theories of Self-Efficacy 
2.2.2.1 Socio cognitive Theory of Self-Efficacy 
Social-cognitive theory, proposed by Bandura (1986), is a socio-
cognitive perspective that enables individuals to self-regulate cognitive 
processes and behaviors, rather than simply react to events. This 
perspective ascribes to the belief that “individuals are capable of 
exercising a degree of control over their thoughts, feelings, motivation, 
and actions” after a self-interpretation of performance. Bandura (1986, 
1997) believed that behavior is more effectively predicted by the belief 
that individuals have regarding their capabilities rather than what they are 
actually capable of accomplishing. Therefore, an individual’s self-belief 
is a driving force in his/her job accomplishments. It is these beliefs that 
determine “how well knowledge and skills are acquired”. This theory is 
criticized on the ground that by self-regulation of cognitive processes and 
behaviour an action is already taking place. Individual are capable to 
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control themselves but this has the potentials to alter subsequent actions 
and behaviours of people. 
2.2.3 Theories of Locus of Control 
There are three main theoretical description of locus of control in 
order to describe the ways in which they function and how the people 
behave in different situations. These theories are as follows. 
2.2.3.1 Social Learning Theory 
This theory is defined in terms of individuals' goals, expectancies, 
and social reinforcements. According to social learning theory, man's 
behavior is determined by his goals. Behavior is always directional. An 
individual response with those behaviors that he has learned will lead to 
the greatest satisfaction in a given situation (Rotter, 1971). According to 
Strain (1993), Rotter’s social learning theory proposes that the probability 
of a behavior occurring is related to the individual's expectancy that the 
behavior will gain reinforcement and that the reinforcement has value to 
the individual. Social learning theory of locus of control was given by 
Rotter (1971), he chose the label “Social Learning” because the theory 
stressed the fact that the major of basic modes of behavior are learned in 
social situation and are inextricably fused with need requirement for their 
satisfaction and the mediation of another person (Bandura, 1997). 
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Bandura’s (1997) social learning theory posits that people learn 
from one another, via observation, imitation, and modeling. People learn 
through observing others’ behavior, attitudes, and outcomes of those 
behaviors. “Most human behavior is learned observationally through 
modeling: from observing others, one forms an idea of how new 
behaviors are performed, and on later occasions this coded information 
serves as a guide for action”. Social learning theory explains human 
behavior in terms of continuous reciprocal interaction between cognitive, 
behavioral, and environmental influences. The theory has often been 
called a bridge between behaviorist and cognitive learning theories 
because it encompasses attention, memory, and motivation. 
The main idea of social learning theory remains the same as there 
is always an interaction among three factors, that being the person, the 
situation, and the evaluation of expectancies obtained by that person from 
that person's experiences. This theory is criticized on the ground that not 
all behaviours are learned other behaviours are acquired through heredity.  
2.2.3.2 Theory of Learned Helplessness 
Learned helplessness theory is the view that clinical depression and 
related mental illnesses result from a perceived absence of control over 
the outcome of a situation (Seligman, 1975). Learned helplessness is 
formally defined as a disruption in motivation, affection and learning 
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following exposure to no contingent (uncontrollable) outcomes. There are 
three crucial elements to its definition; contingency, cognition and 
behavior (Christopher, Maier, Steven & Martin, 1993). 
i. Contingency refers to the objective relationship between actions and 
outcomes and for helplessness to occur there must be no relationship 
between a person’s actions and the outcome he or she experiences. 
ii. Cognition is involved in how the person perceives the contingency, 
explains it and extrapolates from this understanding. The perception of 
uncontrollability (no contingency) may be accurate or inaccurate but once 
it occurs the person attempts to explain it. From this explanation they 
make extrapolations about the future and, when learned helplessness 
occurs, they expect that their behavior will not influence future outcomes. 
iii. Behavior refers to the observable effects of being exposed to 
uncontrollable outcomes. Most often it involves giving up weaker 
attempts to control the situation or even failure to try to do so at all – a 
behavior incompatible with new learning. The response is also 
accompanied by negative emotions such as anxiety and sadness 
(Christopher et al, 1993). 
In the course of studying learned helplessness in humans, Seligman 
found that it tends to be associated with certain ways of thinking about 
events that form what he termed a person's "explanatory style." The three 
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major components of explanatory style associated with learned 
helplessness are permanence, pervasiveness, and personalization (Knopf, 
1991). Seligman (1975) believes it is possible to change people's 
explanatory styles to replace learned helplessness with "learned 
optimism." To combat (or even prevent) learned helplessness in both 
adults and children, he has successfully used techniques similar to those 
used in cognitive therapy with persons suffering from depression. These 
include identifying negative interpretations of events, evaluating their 
accuracy, generating more accurate interpretations, and decatastrophizing 
(countering the tendency to imagine the worst possible consequences for 
an event). He has also devised exercises to help children overcome 
negative explanatory style (one that tends toward permanent, pervasive, 
and personalized responses to negative situations). Other resources for 
promoting learned optimism in children include teaching them to dispute 
their own negative thoughts and promoting their problem-solving and 
social skills. 
Learned helplessness in the classroom can result from teachers’ 
behavior. This discovery emerged from the observation that girls in grade 
school receive higher grades and less negative feedback in the classroom 
than boys. Although the feedback girls receive confirms their competence 
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they tend to question their ability in the face of failure putting them at 
greater risk of displaying learned helplessness. 
This theory is criticized because it only tries to explain the 
behaviour of people with mental cases but not people in their normal 
selves. For an outcome and an action to blend together there must be a 
relationship. Also there is a problem in the three crucial elements in his 
definition of learned helplessness. First, he talk about contingency as a 
course of learned helplessness which is not always the true. This is 
because there are different ways people respond to situations, events and 
even stimuli. Therefore, learned helplessness cannot successes in all 
situations.   
2.2.3.3 Attribution Theory 
Attribution theory is a social psychology theory developed by Fritz 
Heider, Harold Kelley, Edward E. Jones, and Lee Ross. The theory is 
concerned with the ways in which people explain (or attribute) the 
behavior of others or themselves (self-attribution). This theory explores 
how individuals "attribute" causes to events and how this associated 
perception affects their usefulness in an organization (Woolfolk, 2007).  
Many years ago, the social psychologist Heider (1958) introduced 
the term “attribution” to refer to explanations people give for their own or 
another person’s action believes. When attribution is based on an internal 
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factor, it is called dispositional attribution and when it is based on 
external factor, it is called situational attribution (Sprinthhall & 
Sprinthhall, 1995). It is important to appreciate the differences between 
the histories of these two theoretical models in psychology. Attribution 
theorists have been, largely speaking, social psychologists, concerned 
with the general processes characterizing how and why people in general 
make the attributions do, whereas locus of control theorists have been 
more concerned with individual differences. Significant to the history of 
both approaches were the contributions made by Bernard Weiner, in the 
1970s. Prior to this time, attribution theorists and locus of control 
theorists had been largely concerned with divisions into external and 
internal loci of causality. Weiner (1992) added the dimension of stability-
instability, and somewhat later, controllability, indicating how a cause 
could be perceived as been internal to a person yet still beyond the 
person's control. The stability dimension added to our understanding of 
why people succeed or fail after such outcomes (Weiner, 1992). 
Heider (1958) distinguished between two general categories of 
explanation, internal and external. Internal attributions implicate 
characteristics of the individual (such as ability, attitudes, personality, 
mood and effort) for having caused a particular behavior, whereas 
external attributions implicate external factors (such as the task, other 
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people or luck) for causing an event or outcome to occur. He established 
that successes and failures are interpreted by an individual within this 
causal framework. Weiner (1992) added an additional dimension to 
causal interpretation when he proposed that the stability of the cause is 
also included in individual’s explanations of outcomes. The distinction 
between stable, non variable causes (such as innate ability for internal 
attributions and inherent task difficulty for external attributions) and 
unstable, variable causes (such as effort and luck respectively) was 
combined with his internal/external dimension to form a basis for 
classifying the performance attributions made by individuals (Martinko, 
1998). 
2.2.4 Theories of Burnout 
The four major developmental theories explained below build upon 
the three dimensional model of burnout proposed by Maslach, Jackson 
and Leiter (1996). 
2.2.4.1 Cherniss’s Model of Burnout 
Cherniss (1980) advanced one of the earliest theories about how 
burnout develops from a study conducted among novices. These were 
professionals in the field of mental health, poverty, law, public health 
nursing, and teaching. Cherniss (1980) suggest that aspects of the work 
environment and the characteristics of the individual could both function 
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as sources of strain. For example, bureaucratic interference with task 
completion or goal achievement and lack of collegial relationships create 
doubts in the person about his/her competencies. 
Individuals try to cope with these stressors in many ways. Such as: 
reducing work goals, taking less responsibility for work outcomes, 
becoming less idealistic in approach to the job, and becoming detached 
from clients or the job itself. Cherniss (1980) calls these management 
strategies negative attitudes and affirms that they constitute the definition 
of the burnout phenomenon. Some scholars have explored Cherniss’s 
view of burnout and provided some support for this conceptualization.  
In particular, Burke and Greenglass (1995) found that work-setting 
characteristics such as inadequate induction, lack of autonomy, work 
overload, poor leadership and supervision and unclear goals contributed 
to negative attitude changes among a sample of teachers, school 
departmental heads and principals. 
2.2.4.2 Golembiewski’s Phase Model 
A more widely known theory on how burnout develops is the phase 
model proposed by Golembiewski and colleagues (Golembiewski & 
Munzenrider, 1984; Golembiewski, Munzenrider & Stevenson, 1986). 
They adapted Maslach’s three- component model of burnout but argued 
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that the second component in that model, depersonalization, is the aspect 
that is first experienced in the sequence.  
Depersonalization is emotional detachment from the client. They 
accept that a certain amount of professional detachment is reinforced by 
the ethics and norms of the profession. When role demands and pressures 
reach a certain level, this detachment can be transformed into 
depersonalization as the individual strives to deal with demands that go 
beyond his/her coping capacity. 
In Golembiewski’s view, depersonalization is the first 
manifestation of burnout and has the effect of impairing performance 
because the person recognizes an inconsistency between his/her treatment 
of clients and the precepts and ethics of the profession. As a result, the 
individual’s sense of personal achievement on the job is jeopardized. 
According to Golembiewski’s theory, reduced personal accomplishment 
is the second phase in the development of burnout. The increasing 
depersonalization and the diminished sense of accomplishment (lowered 
effectiveness) finally lead to the development of emotional exhaustion. 
These elements surpass the person’s coping ability. Emotional 
exhaustion, therefore, has the most potency and represents the final stage 
of burnout development in the Golembiewski’s model. 
 
  
66 
 
2.2.4.3 Leiter and Maslach’s Model 
An alternative to Golembiewski’s conceptualization of burnout 
development is the perspective initially proposed by Leiter and Maslach 
(1988) and later modified by Leiter (1993). Leiter and Maslach (1988) 
argue that emotional exhaustion is the critical element in the burnout 
process. 
Stressors from jobs that have high interpersonal contact with 
clients and individuals with significant problems lead to emotional 
exhaustion on the part of the human service worker. This emotional 
exhaustion then induces depersonalization as workers attempt to cope or 
deal with feelings of exhaustion. Depersonalization is essentially a coping 
response that is called upon when other coping forms have not alleviated 
the strain experienced. When depersonalization occurs, the individual 
begins to lose a sense of accomplishment on the job because the act of 
depersonalizing clients undermines the practitioner’s values and goals. 
Depersonalization explains the relationship between emotional 
exhaustion and reduced personal accomplishment. 
Leiter (1993) has generated a modified version based upon a 
structural equation modelling of the burnout process. Lee and Ashforth 
(1993a) observe that emotional exhaustion and depersonalization shared 
several correlates, like role stressors but these correlates are only 
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marginally linked with reduced personal accomplishment. Similarly, 
there appears to be a stronger association between exhaustion and 
depersonalization than between these two variables and personal 
accomplishment (Lee & Ashforth, 1993). 
The relationship of personal accomplishment with emotional 
exhaustion and depersonalization may be explained better by the 
adequacy of resources available to the person in the work environment 
such as social support and skill utilization (Leiter, 1993). Reflecting on 
these findings, Leiter (1993) reformulates the relationship between 
personal accomplishment and the other factors. He depicts 
depersonalization as a direct function of emotional exhaustion and 
suggests that reduced personal accomplishment may develop 
independently of both emotional exhaustion and depersonalization. 
In general, the model proposes that the demanding aspects of 
workload, personal conflict and hassles aggravate exhaustion. These 
aspects contribute to increased depersonalization, while the presence of 
resources (social support and opportunities for skill enhancement) 
influences personal accomplishment. Mostly, these two aspects of 
burnout have distinct predictors, such as coping styles, that contribute to 
both exhaustion and diminished accomplishment (Leiter, 1993).  
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In this study, the dramaturgical theory of emotional labour was 
used as the basic theoretical explanition in studying how the three 
independent variables affect emotional labour. The essence of this 
perspective rests on viewing employers as audiences, teachers as actors, 
and the workplace as theatres. Therefore, by utilizing different acting 
techniques (surface acting, deep acting, or genuine acting) teachers alter 
their outward appearances, behaviour or inner emotional state to control 
emotional expression according to situational dictates or display rules. 
Teachers’ self efficacy, locus of control and levels of burnout will help 
them exhibit surface acting, deep acting, or genuine acting facets of 
emotional labour. This model emphasizes the different degrees of effort 
teachers self efficacy, locus of control and burnout that influence teachers 
emotional state and behaviour as different types of acting require 
different degrees of self efficacy, locus of control and burnout.  
2.3 Empirical Review 
Nuriplik, Topsakal and Iplik (2014) revealed the effects of 
emotional labour on job attitudes of hotel employees by considering the 
mediating and moderating roles of social support and job autonomy. To 
this end, the researchers administered copies of questionnaire to 
employees of hotels operating in Antalya Province, Turkey. Results of the 
analyses support that emotional labour has a negative effect on emotional 
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exhaustion. Emotional labor also has a positive effect on job satisfaction. 
In addition there are mediating and moderating roles of job autonomy and 
social support between emotional exhaustion and emotional labor, and 
emotional labor and job satisfaction.  
Although the researchers examined emotional lobour which is also 
the central variable in the present research, their focus was on the 
consequences rather than antecedents of emotional labour. In this manner, 
the researchers examined emotional labour from the perspective of an 
independent variable rather than a dependent variable. Perhaps, their 
decision to treat this variable as a predictor could be informed by the fact 
that their population of study (i.e. hotel workers) performs more of 
emotional labour as a job demand compared to teachers in the present 
study. Thus, the researcher in the present study considered emotional 
labour from the point of view of a dependent variable (i.e. an outcome 
variable) to see which factors predict emotional labour in a population of 
teachers. 
Brown (2011) conducted a study aimed at exploring the emotional 
labor of teachers. Using a new adapted instrument, The Emotional Labor 
of Teaching Scale (TELTS) and sampling a large, homogenous teacher 
population, her study found that teaching involved emotional labor. More 
specifically, findings endorsed that teachers performed emotional labor 
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on the job despite teachers not knowing the emotional display rules 
required in their schools. Overall, results of her study provide 
implications for practice to improve how we prepare and supervise 
teachers. 
Tan, Foo, Chong and Ng (2003) in their study found that 
extraversion was associated with the display of positive emotions, 
whereas neuroticism was associated with the display of negative 
emotions. As the participants in this research were recruited from a fast-
food chain in which positive emotional expression is an explicit 
expectation, the natural affective state of extraverts can be seen as 
resulting in an easier compliance with requirements. Overall, due to the 
general requirement for the display of positive emotions and the 
constraint of negative emotions in jobs with high levels of interpersonal 
relationships, a natural tendency toward positive affect may result in an 
easier compliance with display rules. Where more effort to comply is 
needed, particularly where this effort results in the form of surface acting, 
it is reasonable to expect a high level of negative wellbeing and 
organisational outcomes. Therefore, employees higher on extraversion, 
agreeableness, and conscientiousness, may tend to avoid surface acting 
and adopt deep acting as an emotional labour strategy, which may result 
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in an easier compliance with display rules and more positive wellbeing 
outcomes. 
Basim, Begenirbaş and Can Yalçin (2013) examined the effects of 
teachers’ personality traits on their emotional exhaustion in a mediating 
model which centre’s around emotional labour. Data were obtained from 
798 teachers working in primary and high schools in Ankara and 
Eskisehir. According to the findings of hierarchical regression analysis, 
neuroticism and extraversion were found to significantly affect emotional 
exhaustion whereas other dimensions of personality were not found to be 
predictive of emotional exhaustion. In general, personality traits were 
found to predict emotional labour and all dimensions of emotional labour 
were found to affect emotional exhaustion. Further, findings of mediation 
analysis showed that surface acting was the only mediator in the relation 
between neuroticism and emotional exhaustion. 
In a qualitative review of the nursing literature, McQueen (2004) 
showed that emotional intelligence may be an important factor in the 
successful performance of emotional labour, having influence over how 
emotions are expressed and managed, leading to higher quality care. 
Similarly, Rubin et al. (2005) argued that individuals with a high level of 
emotional intelligence are likely to experience less emotional dissonance 
due to their ability to interpret and manage the emotions of others. As 
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previously discussed, lower levels of emotional dissonance (or the 
behavioural manifestation of surface acting) have been associated with 
more positive wellbeing outcomes. 
Yalçın (2010) conducted a study aimed to explore both situational 
(Emotional Display Rules and Affective Events) and dispositional 
antecedents (Four of Big Five personality dimensions; Extraversion, 
Neuroticism, Conscientiousness and Agreeableness) of emotional labor. 
Potential interaction effects of situational and dispositional variables on 
emotional labor; and long-term consequences of the construct were also 
examined. Data were collected from table servers working in cafés, 
restaurants, and hotels in Ankara, İstanbul, Kuşadası, (Aydın) and 
Antalya.  
Results revealed that emotional display rules were a significant 
predictor of both surface and deep acting. Positive events positively 
predicted emotional labor. Among dispositional antecedents, 
agreeableness was the only dimension that predicted surface acting. Deep 
acting was predicted by all of the personality dimensions utilized in the 
study, especially by agreeableness. On the other hand, conscientiousness 
had a marginally significant moderation effect on the relationship 
between emotional display rules and surface acting. With respect to 
consequences of emotional labour, both surface acting and deep acting 
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positively predicted personal accomplishment. Deep acting was also 
positively related to job satisfaction, and negatively related to turnover 
intentions.  
 Ehigie, Oguntuase, Ibode and Ehigie (2012) examined the 
influence of emotional intelligence and the big-five personality attributes 
on the performance of emotional labour of hotel frontline employees. A 
correlation design was adopted. They viewed emotional labour as both 
multidimensional (deep acting and surface acting) and one-dimensional. 
A total of 145 frontline hotel workers, randomly selected from ten hotels 
within Ibadan, Nigeria, participated in the study. It was found out using 
hierarchical multiple regression analysis  that extraversion, neuroticism, 
and conscientiousness negatively predicted deep acting, extraversion 
positively predicted surface acting, while extraversion and neuroticism 
negatively predicted overall emotional labour. Emotional intelligence 
predicted deep acting and overall emotional labour. The research 
limitation was the fact that the study did not cover all possible personality 
attributes; also the dispositions needed for efficiency in other units of a 
hotel need to be investigated. This implies that hotel management should 
consider for employment into hotel frontline positions, applicants who 
have requisite dispositions on extraversion, neuroticism, and 
conscientiousness, and emotional intelligence. In addition, the training of 
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frontline hotel workers should be tailored towards the behavioural 
dimensions of these personnel attributes. The study ventured into an 
uncommon area of human capital management in the hotel setting in 
Nigeria. 
2.3.1 Self Efficacy and Emotional Labour 
Numerous studies (Bandura, 1997; Chemers, Hu, & Garcia, 2001; 
Silver, Smith, & Greene, 2001) have linked self-efficacy to emotional 
labour. For example, in customer service staff, self-efficacy was 
positively related to emotional labour (Chemers, Hu & Garcia, 2001).  
Witt-Rose (2003) conducted a cross sectional survey to investigate 
the relationship between self efficacy and emotional labour and found a 
highly significant positive relationships between self-efficacy and 
emotional labour among lecturers in Anatomy and Physiology.  
Smith and Greene (2001) link self-efficacy to emotional labour. In 
fact, Pajares (1996) has criticized several self-efficacy studies that failed 
to find a connection to emotional labour for not being specific enough in 
the measurement of self-efficacy and for not corresponding with the 
outcome that best measured emotional labour. Even though a generalized 
measurement of self-efficacy can nullify its effect, Pajares (1996) also 
stated that research findings support a general measurement of self-
efficacy as a good predictor of emotional labour.  
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In a meta-analysis of 39 studies from 1977 to 1988, positive and 
statistically significant relationships were found between self-efficacy 
and emotional labour (Multon, Brown & Lent, 1991). Out of the studies 
analyzed, 28.9 % involved teachers. Four factors affected the link 
between self-efficacy and emotional labour. One factor was the time 
period when the two were assessed. A stronger relationship resulted post-
treatment meaning that experimental manipulations to change self-
efficacy beliefs were successful not only in raising self-efficacy but in 
reducing emotional labour as well. Another factor involved a stronger 
link between self-efficacy beliefs and job performance. A third aspect 
involving age found stronger relationships between self-efficacy and 
emotional labour than for younger teachers. It is believed that older 
teachers can more accurately assess and report their levels of self-
efficacy. Finally, stronger effects were found between self-efficacy and 
basic skills (Multon, Brown & Lent, 1991).  
2.3.2 Locus of Control (LOC) and Emotional Labour 
Research exploring the relationship between locus of control and 
emotional labour is sparse, but those studies that have been carried out 
yield interesting results (Gildea, 2012). Kulshrestha and Sen (2006) 
reported a significant relationship between subjective well-being, LOC 
and emotional labour. More specifically, subjects scoring high on Internal 
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LOC and emotional labour scored high on positive affect, low on 
negative affect and significantly high on all three dimensions of life 
satisfaction (satisfaction with personal life, with achievements, and with 
life-style). This supports a study by Brown (2012) who found that each 
Emotional Quotient (EQ) sub-division was significantly correlated with 
internal LOC.  
As one of the most important personality variables that affect 
mental health, the relationship between locus of control and 
psychological symptoms has been the focus of much research. For 
instance, Presson and Benassi (1996) conducted a meta-analysis on 97 
studies investigating locus of control and emotional labour, finding that 
the average correlation coefficient between externality and emotional 
labour was 0.31.  
Omeje and Nebo (2011) conducted a cross sectional study to 
investigate the influence of locus of control on emotional labour among 
health workers. The participants were 100 nurses drawn from the Ituku-
Ozalla University of Nigeria teaching hospital, using a purposive 
sampling technique. All participants were individually administered the 
locus of control scale, and emotional labour questionnaire by the 
researchers. A one-way factorial design and analysis of variance with 
unequal sample sizes were used to analyze the data. Result indicates that 
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Internally-oriented nurses have more emotional labour than externally 
oriented nurese. They concluded that Locus of control should be taken 
into consideration in when trying to improve nurses’ emotional labour.  
Morowatisharifabad, Mahmoodabad, Baghianimoghadam and 
Tonekaboni (2009) conducted an analytical and cross-sectional study on 
120 teachers to investigate the relationships between locus of control and 
emotional labour. Result of the study indicates that men were more 
internal locus of control and women were more chance locus of control. 
The attributions of external locus of control increased by age, while the 
internal locus of control increased by education level and chance locus of 
control decreased by education level. A positive association between 
internal locus of control and emotional labour was found and there was a 
negative association between chance locus of control and emotional 
labour. Bandura (1997) examined locus of control and emotional labour. 
Findings show that emotional labour greatly affected by an internal locus 
of control.  
2.3.3 Burnout and Emotional Labour 
Broadly, the relationship between emotional labour and burnout 
has been explored in an effort to address concerns of turnover and job 
commitment within organizations (Brown, 2011). Previous studies 
showed that the different emotional labour strategies had differentiated 
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relationships with three components of burnout (Brotheridge & Grandey, 
2002; Brotheridge & Lee, 2002, 2003; Goldberg & Grandey, 2007; Judge 
Woolf, & Hurst, 2009; Näring, Briët & Brouwers, 2006). Indeed, surface 
acting, which is generally presented as the main driver of stress among 
emotional labor strategies (Goldberg & Grandey, 2007), typically predicts 
emotional exhaustion (Brotheridge & Lee, 2003; Goldberg & Grandey, 
2007; Judge et al., 2009), cynicism (Brotheridge & Lee, 2003; Näring et 
al., 2006), and felt professional inefficacy (Brotheridge & Lee, 2003). 
Deep acting generally has little or no direct relations with emotional 
exhaustion (Brotheridge & Grandey, 2002; Brotheridge & Lee, 2003; 
Goldberg & Grandey, 2007; Grandey, 2000; Judge et al., 2009; Näring et 
al., 2006; Totterdell & Holman, 2003), but predicts less cynicism 
(Brotheridge & Lee, 2002) and felt professional inefficacy.  
Expressing naturally felt emotions apparently does not contribute 
to burnout (Diefendroff et al., 2005; Näring et al., 2006). However, 
studies on naturally felt emotions remain scarce (Diefendroff et al., 
2005). Considering that occupational stress is now commonly depicted as 
an epidemiological phenomenon (Quick, Quick, Nelson, & Hurrell, 
1997), the identification of internal resources that may help to foster 
employees’ well-being and reduce risks of developing burnout would be 
particularly helpful. Among potential internal resources, affective 
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commitment in the workplace (Meyer, 2009; Meyer & Herscovitch, 
2001), an intrinsic motivational force known to predict favourable 
outcomes for individuals and organizations, appears particularly 
promising. 
Similar to findings on emotional labour and emotional exhaustion, 
Brotheridge and Grandey (2002) found a negative relationship between 
emotional labor and burnout generally. For instance, surface acting 
correlated positively to all three dimensions of burnout; however, deep 
acting associated negatively to burnout (Zhang & Zhu, 2008). Moreover, 
research showed that the discomfort felt in performing emotional 
demands correlated to burnout (Bakker & Heuven, 2006).  
Conversely, some research indicated that the relationship between 
emotional labour and burnout is in fact more complex than a simple direct 
association. For example, one inquiry studied the mediating influence of 
gender on the relationship between emotional labor and burnout. Results 
demonstrated that men showed higher levels of burnout in comparison to 
women, because women managed and expressed emotions using facial 
expressions more than men (Erickson & Ritter, 2001). Other theoretical 
literature supported the complexity of the emotional labor-burnout 
relationship by finding that the knowledge, practice, and training of 
emotional display rules moderated workers’ emotional labor and burnout 
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(Diefendorff & Gosserand, 2003). Based on these studies, the relationship 
between burnout and emotional labour might vary by gender and 
employee training. By understanding how these mediating influences 
affect the emotional labour-burnout relationship organizations may be 
more adept at training employees on the emotional labour of the job and 
in turn reduce burnout. 
Celik, Tabak, Uysal, Sigri and Turunc (2010) examined the 
relationship between burnout and emotional labour of the employees in 
hospital sector in Ankara, Turkey. In the study, emotional labour and 
burnout levels of 136 nurses, serving in a community hospital, have been 
measured using “Emotional Labour Scale” which was developed by 
Çukur (2009), and whose validity and reliability studies have been done 
in Turkey, with Maslach Burnout Inventory. In the result of the study, it 
was been determined that there is a correlation between Emotional 
Labour with its sub-dimensions, and burnout with its sub-dimensions. 
In another finding, Ghalandari and Jogh (2012) investigate the 
effects of emotional labour strategies on job satisfaction and job burnout 
by considering the role of emotional intelligence. With increasing 
development of economy and competition among service providers, 
management of employees, feelings is considered as a vital aspect in 
providing services to customers and influences organizational out comes. 
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Thus service organization, based on the results of the study, would be 
able to identify and manage feeling and emotions of their employees in 
providing high quality and superior services to target customers, and in 
addition to promote the spirit of service providing and effectiveness of 
employees, create some competitive advantages for themselves. A sample 
of 176 individuals from 10 different customer service organizations 
participated in the study. Simple linear regression and multiple 
hierarchical regression were conducted to test hypotheses. Results from 
analyses showed that emotional labour strategies influenced job 
satisfaction and job burnout, and in addition to it, variable of emotional 
intelligence moderates these influences too. 
The relationship between emotional labour and emotional 
exhaustion has been widely examined in the literature. Morris and 
Feldman (1996) proposed that there would be a direct, positive 
relationship between emotional labour dimensions (frequency of 
emotional display, attentiveness to required display rules, variety of 
expressed emotions, and emotional dissonance) and emotional 
exhaustion. Similar propositions were made by Zapf (2002), for he 
suggested that emotional work would be related to emotional exhaustion.  
Grandey (2003) also argued that emotional exhaustion should be 
positively related to both surface acting and deep acting dimensions of 
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emotional labour. However, in her study she found significant 
correlations with only surface acting dimension, with regard to deep 
acting no relationship was found. Brotheridge and Grandey (2002) 
replicated her study’s results by finding that emotional exhaustion was a 
significant determinant of only surface acting. In their study with 
teachers, Näring, Briët and Brouwers (2006) also obtained similar results 
finding that emotional exhaustion was significant predictor of surface 
acting. Zapf and Holz (2006) predicted that emotional work, which 
includes requirements to display positive emotions, requirements to 
display negative emotions, sensitivity requirements, interaction control 
and emotional dissonance, is a significant predictor of emotional 
exhaustion.  
In a previous study, on the other hand, Lewig and Dollar (2003) 
found that emotional exhaustion did not directly predicted emotional 
work demands, but their effects on emotional work demands were 
mediated by emotional dissonance. Similar findings were attained in 
Martínéz-Iñigo et al.’s (2005) study; emotional exhaustion was found to 
be significantly related to; surface acting however its effect was reduced 
when emotional dissonance entered into equation. 
Mixed results have been obtained with respect to effects of 
personal accomplishment on emotional labor. Brotheridge and Grandey 
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(2002) found that while personal accomplishment was negatively 
correlated with surface acting, for deep acting dimension the relationship 
was positive. Similar results have been obtained in the study of Zapf and 
Holz (2006) with service workers and representatives. Zapf and Holz 
(2006) defined emotion work in terms of sensitivity requirements, 
displaying negative emotions, displaying positive emotions, and 
emotional dissonance. For service workers, direct, positive effects of 
sensitivity requirements and displaying positive emotions dimensions on 
personal accomplishment were found.  
However, for representative sample these effects were negative and 
mediated by emotional dissonance. On the other hand, Näring et al. 
(2006) could not find any relationship with neither surface acting nor 
deep acting. However, they obtained very strong positive correlation (.50) 
with emotional consonance (absence of emotional labor) and personal 
accomplishment.  
Thus, literature indicates the existence of a complicated 
relationship between personal accomplishment and emotional labor. 
However, since negative effects of personal accomplishment on 
emotional dissonance have been indicated by several studies; and 
personal accomplishment can be considered as a direct outcome of 
surface acting, a negative relationship is expected between surface acting 
  
84 
 
and personal accomplishment in the present study. On the other hand, a 
positive relationship is expected between deep acting and personal 
accomplishment. 
While most researchers focused on the relationship between 
emotional labour and emotional exhaustion dimension, studies with 
regard to depersonalization dimension are relatively rare. Grandey (2000) 
argued that since emotional regulation is a stressful and effortful activity, 
employees may choose to detach themselves from customers in order to 
be emotionally less affected. Grandey (2000) also mentioned a study 
(Pogrebin & Poole, 1995) in which police officers’ suppression of 
emotions towards negative events was found to be negatively related with 
feelings of empathy and connection with citizens. Brotheridge and 
Grandey (2002) found that depersonalization was significantly and 
positively correlated with both suppression of negative feelings and 
surface acting. Similar findings were obtained by Zapf and Holz (2006) in 
the sense that depersonalization was a significant determinant of 
displaying positive emotions when its effect was mediated by emotional 
dissonance. Näring et al. (2006) obtained similar results and indicated 
that surface acting and suppression of feelings positively related to 
depersonalization. Similarly, Heuven and Bakker (2003) utilized emotion 
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work as emotional dissonance and found a significant relationship 
between depersonalization when mediated by emotional exhaustion. 
While the body of literature surrounding emotional labour 
continues to grow, there are only a few studies that explored the 
relationship of teachers and emotional labor quantitatively (Brown, 2012; 
Cuker, 2009; Zhang & Zhu, 2008). In fact, only a few empirical studies 
exist on teachers’ emotional labor (i.e., Brown, 2012; Cuker, 2009; 
Naring, Briet, & Brouwers, 2006; Zhang & Zhu, 2008), and these works 
included small sample sizes and a heterogeneous sample. In short, 
investigating the theory of emotional labour across occupations remained 
the primary focus of these studies instead of understanding teachers’ 
emotional labor descriptively.  
Moreover, there are no known studies that have described teachers’ 
emotional labour in regards to the acting and emotional display rules 
expected of teachers. Based on this review, it is reasonable to argue that 
burnout in teachers might occur because teachers are not aware of the 
emotional labour expected of them in their job. Therefore, before we can 
understand why teachers experience burnout, we need to understand the 
emotional labour performed in schools. Following this reasoning, one 
could argue that the next inquiries on emotional labour in school 
workplaces should investigate the emotional labour performed by 
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teachers, in particular teachers’ knowledge of emotional display rules 
expected to achieve their occupational goals as well as their reports about 
surface and deep acting performed on the job. 
2.4 Summary of Literature Review 
This chapter has reviewed the concept of self efficacy, locus of 
control, burnout and emotional labour. The chapter considered self-
efficacy to be a belief in ones abilities and capabilities to drive successes 
and actions when faced with various tasks.  Locus of control was referred 
to as the degree to which individuals believe they are masters of their 
own destinies. On the other hand, burnout was defined as the extinction 
of motivation or incentive, especially where one's devotion to a cause or 
relationship fails to produce the desired results.  
Emotions are feelings that people experience, interpret, reflect on, 
express, and manage (Thoits, 1989; Mills & Kleinman, 1988). Emotional 
labour was viewed in the study as the management of feeling to create a 
publicly observable facial and bodily display; emotional labour is sold for 
a wage and therefore has exchange value (Hochschild, 1983). Different 
kinds of emotional labour were discussed. They include display rules, 
service acting, surface acting, deep acting and genuine acting. 
Consequences of emotional labour were also discussed.  
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Theories regarding the variables of study were reviewed.  The 
socio cognitive theory of self-efficacy was reviewed. Three main 
theoretical description of locus of control were reviewed in order to 
describe the ways in which they function and how the people behave in 
different situations. These theories are: social learning theory; theory of 
learned helplessness and attribution theory. Also, four major 
developmental theories that build upon the three dimensional model of 
burnout as proposed by Maslach Jackson and Leiter (1996) were 
reviewed in the chapter. 
In terms of theories regarding burnout, the Cherniss’s model of 
burnout, Golembiewski’s phase model and Leiter and Maslach’s model 
were reviewed. Similarly the interactionist and the dramaturgical theories 
of emotional labour were also reviewed. 
Empirical literature review was also done in this chapter, the 
literature reviewed described the existing literature relating self efficacy, 
locus of control and burnout on emotional labour. Based on the review, it 
could be seem that the relationship between self efficacy, locus of control 
and burnout on emotional labour has received much research attention. 
However, the same cannot be said in this part of the world, particularly in 
Benue State.  Beside, the studies reviewed found discrepant and 
contradictory results which showed that while other scholars found a 
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significant correlation between the variables others found an insignificant 
correlation among the variables of study. Therefore, the present study 
sought to examine whether there is a relationship between self efficacy, 
locus of control and burnout on emotional labour of teachers in Makurdi.  
2.5 Research Hypotheses  
The following research hypotheses were formed for this research. 
i.  There will be a significant influence between self-efficacy and 
emotional labour among teachers in Makurdi. 
ii. Locus of control will significantly influence emotional labour 
among teachers in Makurdi. 
iii. There will be a significant influence between burnout and 
emotional labour  of teachers in Makurdi. 
iv. Self-efficacy, locus of control and burnout will jointly and 
independently influence emotional labour of teachers in Makurdi 
Local government . 
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CHAPTER THREE 
METHOD 
This chapter focuses on design undertaken, participants, sample 
size determination, measuring instruments and procedure for collecting 
data as well as the statistical techniques. 
3.1 Research Design 
The study employed export-facto design to investigate the 
influence of self-efficacy, locus of control and burnout as correlates of 
emotional labour among teachers in Makurdi metropolis. All the variables 
studied were already in existence and therefore were not manipulated by 
the researcher. 
The independent variables of this study are self-efficacy which has high 
and low self efficacious levels, locus of control has internal and external 
locus of control and emotional burnout has depersonalization, personal 
accomplishment and emotional exhaustion as their levels. The dependent 
variable is emotional labour; this also has automatic emotional regulation, 
surface acting, deep acting and emotional deviance. 
3.2 Setting 
The study was undertaken in Makurdi Local Government Area of Benue 
state. It is located in the North central Geo-political zone of Nigeria. 
Makurdi Local  Government  was chosen because it is situated at the state 
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capital and the Local Government Area is more cosmopolitan than any 
other town in the state. It is heavily populated and it attracts different 
tribes of the state and Nigeria at large. In short, it has the highest number 
of schools which attracts higher number of teachers. It is because of this 
that Makurdi Local Government Area was chosen as the study area. 
3.3 Study Population 
The population of the study is public school teachers in Makurdi 
local government. According to the Benue state ministry of education, 
(2014) there is a total of 1973 teachers in secondary schools in Makurdi 
local Government. This was the number that was used for the study. 
3.4     Sampling   
In order to obtain participants for the study, purposive sampling 
technique was used. Purposive sampling technique is the procedure in 
which the investigator identifies individuals who are considered to be 
typical of the population and selects them as the sample (Akinsola, 2005). 
For example, in order to obtain participants for the study, only teachers in 
public secondary schools who volunteered were given a chance to 
participate for the study.  
 
 
 
  
91 
 
3.5      Sample Size Determination 
In determining the sample size, the researcher used “Taro 
Yamane’s formula” which was used to determine the sample size from 
multinomial or heterogeneous population. 
The formula is stated as: 
n= 

()
 
Where:  
n=sample size required 
N=population size 
e=level of significance 
1 and 2 are constant 
Using this formula, the sample size can be calculated thus: 
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n= 332 
Therefore, the ideal sample size for this study is 332 teachers from 
the total population of 1973 teachers. However 500 questionnaires were 
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used considering the number of teachers in Makurdi Local Government. 
This is a deliberate action to have a reasonable population for the study. 
3.6 Participants 
A total of 500 questionnaires were distributed to teachers in public 
schools.  Out of this, only 494 respondents returned their copies of 
questionnaire 6 copies were missing. Out of the 494 copies of 
questionnaires that were returned, 237(48.0%) were from males while 
253 (51.2%) were from females and 4 (.8%) did not indicate their sex.   In 
terms of marital status, it was found that single respondents were 
115(23.3%), married 331(67.0%), divorce 23 (4.7%) and widowed 24 
(4.9%) while 1 (.2%) participant did not indicate his/her marital status.  In 
terms of religion, 424 (85.8%) of the respondents were Christians while 
65 (13.2%) were Muslims, 2 (.4%) were from other religions and 3 (.6%) 
did not indicate their religious affiliation. Further descriptive analysis on 
demographic variables indicate that 327 (66.2%) were Tiv, Idoma were 
128 (25.9%) while other tribes were 37 (7.5%) and 2 (.4%) did not 
indicate their tribe. Respondents educational qualification showed that 7 
(1.4%) had SSCE, TC II were 25 (5.1%), NCE/OND were 171 (34.6%). 
It also showed that 50 (10.1%) had HND, 212 (42.9%) had degree while 
26 (5.3%) had M.Sc/Ph.D and 3 (.6%) did not indicate their educational 
qualification.  
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3.7 Instruments  
In collecting data for the study, the researcher made use of four 
instruments namely the General Self Efficacy Scale, Work Locus of 
Control Scale, Maslach Burnout Inventory and Teachers Emotional 
Labour Scale, all were contained in a questionnaire. 
3.7.1 The General Self Efficacy Scale  
The general self efficacy scale is a 10 item scale developed by 
Schwarzer and Jerusalem (1995). The scale assesses a general sense of 
perceived self efficacy with the aim to predict coping with daily hassles 
as well as adaptation after experiencing all kinds of stressful life events. 
Responses from the scale are made on a 4 point Likert scale ranging from 
1= not at all true, 2=hardly true, 3= moderately true, 4= exactly true. The 
scale has a cronbach alpha reliability coefficient was of 0.76. For the 
present study, the researcher obtained a Cronbach’s alpha reliability of 
.84 for the general self efficacy scale. Cronbach alpha based on 
standardized items was .71. 
3.7.2 Work Locus of Control (WLCS)  
Spector (1988) designed the Work Locus of Control Scale (WLCS) 
in order to measure control beliefs in work settings. The WLCS (Spector, 
1988) is a measure of an individual’s beliefs of internal or external 
control in relation to the work setting.  
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The WLCS consists of 16 Likert scale items, with responses 
ranging from “disagree very much” (1) to “agree very much” (6). Some 
sample items from the WLCS are “Getting the job you want is mostly a 
matter of luck,” and “People who do perform their jobs well generally get 
rewarded for it.” The scale contains an equal number of internally and 
externally worded items, whereas half of the items are written in an 
internal direction, representing a belief that individuals control their own 
rewards. The remaining WLCS items are written in an external direction, 
representing the belief that others or luck controls rewards (Spector & 
O’Connell, 1994). Higher scores indicate greater externality.  
Results of independent studies suggest that the WLCS is a viable 
scale (Spector, 1988). Internal consistency is adequate and early 
investigations provided solid validation evidence. Alpha internal 
consistency reliability coefficients were in the acceptable range from .75 
to .85 across six samples (Spector, 1988). In addition, “validity has been 
demonstrated with the WLCS and organizational variables (i.e., job 
satisfaction, commitment, intention, autonomy, influence, role-stress, 
consideration, and initiating structure) (Strauser & Ketz, 2002).  
For this study population, the 16 - items of the work locus of 
control scale were subjected to a reliability analysis. The coefficient alpha 
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reliability obtained was .77 while the coefficient alpha reliability based 
on standardized items was .77.  
3.7.3 Maslach Burnout Inventory (MBI)  
The Maslach Burnout Inventory (MBI Maslach & Jackson, 1981) 
consists of 22 items and is answered on a seven-point Likert scale where 
responses range from ‘ 1 = never to 7 = everyday’. The questionnaire 
consists of three subscales, namely: Emotional Exhaustion, 
Depersonalization and Personal Accomplishment. The Emotional 
Exhaustion subscale consists of 9 items, describing feelings of being 
emotionally overextended and exhausted by one’s work. The item with 
the highest factor loading (0.84 on frequency and 0.81 on intensity) is the 
one referring directly to ‘I feel burned out from my work.’ The 
Depersonalized subscale consists of 5 items, describing an unfeeling and 
impersonal response towards recipients in one’s care or service. A sample 
item would be: ‘I’ve become more callous toward people since I took this 
job.’ The Personal Accomplishment subscale consists of 8 items that 
describes feelings of competence and successful achievement in one’s 
work with people (Maslach & Jackson, 1981). The 9 items on the 
Emotional Exhaustion subscale describes feelings of being emotionally 
overextended and exhausted by one's work. On this factor, the item with 
the highest factor loading (0.84 on frequency and 0.81 on intensity) is the 
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one referring directly to burnout, for example, 'I feel burned out from my 
work' (Maslach & Jackson, 1981).  
For both the Emotional Exhaustion and Depersonalization 
subscales, higher mean scores correspond to higher degrees of 
experienced burnout. Since some of the component items on each 
subscale had low loadings on the other, there is a moderate correlation 
between the two subscales (0.44 for frequency and 0.50 for intensity). 
Such a correlation is in accord with theoretical expectations that these are 
separate, but related aspects of burnout. In contrast, the lower mean 
scores of the Personal Accomplishment subscale correspond to higher 
degrees of experienced burnout. It is therefore important to note that the 
Personal Accomplishment subscale is independent of the other subscales 
(Maslach & Jackson, 1981).  
According to Maslach and Jackson (1981) in determining the 
validity of the Masclach Burnout Inventory, first, an individual’s MBI 
(Masclach Burnout Inventory) scores were correlated with behavioural 
ratings made independently by a person who knew the individual well 
(that is, one’s spouse or co-workers). Secondly, MBI scores were 
correlated with the presence of certain job characteristics that were 
expected to contribute to experienced burnout. Thirdly, MBI scores were 
correlated with measures of various outcomes that had been hypothesized 
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to be related to burnout. All three sets of correlations provided substantial 
evidence for the validity of the MBI. Convergent validity was 
demonstrated in several ways. The three subscales have a high internal 
validity and yield coefficients of 0.89 (emotional exhaustion), 0.81 
(depersonalisation) and 0.77 (personal accomplishment) (Schaufeli et al., 
2001).  
The reliability coefficients for the subscales were 0.89 (frequency) 
and 0.86 (intensity) for Emotional Exhaustion, 0.74 (frequency) and 0.74 
(intensity) for Personal Accomplishment, 0.77 (frequency) and 0.72 
(intensity) for Depersonalization. Internal consistencies (Cronbach’s 
coefficients) are usually above .70, except in some samples for the 
depersonalization scale (Schaufeli et al., 2001).  
The Maslach Burnout Inventory was also subjected to reliability 
analysis and the coefficient alpha value obtained was .62 while cronbach 
alpha based on standardized items was .61. For emotional exhaustion 
subscale of the Maslach Burnout Inventory, a cronbach alpha reliability 
of .52 was obtained. For depersonalization dimension of the Maslach 
Burnout Inventory, a cronbach alpha of .58 was obtained while a 
cronbach alpha of .53 was obtained for standardized items. Cronbach 
alpha reliability for personal accomplishment dimension of the Maslach 
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Burnout Inventory was .78 while that of .67 was obtained for 
standardized items. 
3.7.4 Teacher Emotional Labor Scale (TELS)  
This scale was developed by Çukur (2009) to measure emotional 
labour of teachers with an emphasis on the emotion regulation strategies 
during critical work events. The developed 20-item self-report scale’s 
validity and reliability was tested among high school teachers. The 
sample consisted of 190 high school teachers working at various public 
schools in Mugla, Turkey (88 females and 102 males). The teachers were 
employed on a full-time basis and held no administrative position. The 
average work experience was 17.14 years (SD = 8.80). Confirmatory 
factor analysis results supported the four dimensional structure of 
emotional labor separating surface acting, deep acting, automatic emotion 
regulation, and emotional deviance in the current teacher sample. Çukur 
(2009) provided initial evidence for the construct validity, criterion 
validity and internal consistency of the subscales (ranged from .70 to .81) 
of TELS.  The scales anchor ranging from (1) strongly disagree to (5) 
strongly agree and higher numbers indicates increasing use of related 
emotional labor strategies.  
The 20 items teacher emotional labour scale was subjected to 
reliability analysis, and a cronbach alpha of .67 was obtained. The same 
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cronbach alpha of .67 was obtained for standardized items. Cronbach 
alpha for the levels of the teacher emotional labour showed that automatic 
emotion regulation has .63 and .83 based on standardized items; surface 
acting has a cronbach alpha of .85 and .96 based on standardized items 
while emotional deviance has a cronbach alpha of .57 and .52 based 
standardized items. Finally, deep acting subscale of teachers emotional 
labour has a cronbach alpha reliability of .64 and .63 based on 
standardized items  
3.7.5 Pilot Study 
 A pilot study was conducted to test for the internal consistency of 
the instruments on the population of this study. In carrying out the pilot 
study, the General Self-Efficacy Scale, Work Locus of Control, Maslac 
Burnout Inventory and the Teacher’s Emotional Labour Questionnaire 
were administered to 169 secondary school teachers within Makurdi 
metropolis. The data collected were subjected to statistical test to 
establish the internal consistency of the instruments. 
 The 10 items on the General Self-efficacy Scale was tested and a 
Cronbach’s alpha coefficient of .72 was obtained which signifies that the 
instrument was suitable for use with the population of secondary school 
teachers in Makurdi. The Maslac Burnout Inventory yielded a Cronbach’s 
alpha coefficient of .62 while the three domains of burnout which are: 
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Emotional exhaustion, Depersonalizatoin and Personal accomplishment 
yielded Cronbach’s alpha coefficient of .43, .23 and .48 respectively. The 
Teachers Emotional Labour Scale has a Cronbach’s alpha coefficient of 
.67 while the four subscales of Emotional Labour which are: Automatic 
emotion regulation, surface acting, emotional deviance and deep acting 
yielded Cronbach’s alpha coefficient of .34, .29, .36 and .42 respectively. 
(See Appendix C). 
3.8 Procedure 
  The questionnaires were administered to selected sample of 500 
participating teachers in Makurdi Local government area. The teachers 
selected cut across some secondary schools in the Local government. 
Teachers were selected from secondary Schools across Makurdi Local 
Government Area, example Tille Gyado college North bank, Government 
College Makurdi, Government Model college Makurdi, Charles  Ruanga 
secondary school  Mobile Barracks Makurdi, Government Secondary 
School Airforce  base Makurdi. Also, there were some instances that the 
researcher will go to a school and introduce herself and obtained 
permission from the head teacher who attached her to a particular person 
or teacher that could help her distribute questionnaires to the teachers.   
In every administration, the participants were given clear 
instructions to carefully read through the items and provide their 
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responses in the appropriate column against each statement to indicate 
their answers concerning their aims or opinion about the statement. The 
participants were assured that their responses would not be used against 
them but will be used only for the purpose of the research and will also be 
treated confidential. The researcher also trained and used three teachers 
who were her colleagues to help her administer the questionnaire. A total 
of 500 questionnaires were administered and out of this, only 494 were 
returned. Which represent a returned rate of 98.7% and these were used 
for the analysis. 
3.9 Data Analysis  
             Regression, correlation analysis and multivariate Analysis of 
variance (MANOVA) were used in this study. In testing the hypotheses 
formulated for this study, regression analysis was used. Each of the 
independent variable and its levels were regress on the dimensions of the 
dependent measure and the overall dependent measure. Also, multivariate 
analysis of variance was applied to test differences. The statistical 
package for social sciences was used for the statistical analysis. Appendix 
D shows the statistics as ran by the computer.  
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CHAPTER FOUR 
RESULTS 
This chapter presents the results from the analysis of data collected for 
this study.  
4.1 Data Analysis 
4.1.1 Means and Standard Deviations of the Study Variables 
Variables N Mean St. Deviation 
Self-efficacy 454 38.36 9.47 
Locus of Control 494 32.36 5.54 
Burnout 494 76.73 17.31 
Emotional Labour 492 70.13 10.22 
Emotional Exhaustion 492 33.84 8.63 
Depersonalization  492 15.58 6.87 
Personal Accomplishment 492 9.36 3.51 
Automatic Emotional regulation 492 17.36 3.28 
Surface acting 492 17.63 3.61 
Emotional Deviance 492 17.73 3.30 
Deep Acting 492 17.41 3.68 
 
The result from the Table 4.1 presents the means and standard 
deviations of the study variables based on the total number of items 
responded to by the participants. The mean score of participants on self-
efficacy was 38.36, standard deviation of 9.47. The mean score on locus 
of control was 32.36 (standard deviation of 15.36). Similarly, 
participants’ mean score on burnout was 76.73 with standard deviation of 
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17.31. The results also indicate that for emotional exhaustion, the mean 
score was 33.84 with standard deviation of 8.63, while for 
depersonalization, it was 15.58(SD = 6.87), for personal accomplishment, 
the mean score was 9.36(SD = 3.51) while that for automatic emotional 
regulation was 17.36 (SD = 3.28). 
 Participants mean score on overall emotional labour variable was 
70.13 and standard deviation of 10.22. The mean scores of participants on 
the subscales of emotional labour showed that surface acting was 
17.63(SD = 3.61), while for deep acting, it was 17.41(SD = 3.68). 
Finally, the mean score for emotional deviance was 17.73 with standard 
deviation of 3.30. 
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4.1.2 Correlation Coefficients 
Pearson moment product correlation was used in this study to identify the nature of the relationship between 
the dependent and the independent variables.  
Table 4.2 illustrates the correlation coefficients between self efficacy, burnout and emotional labour. 
 
 
 Variable  Mean  SD 1 2 3 4 5 6 7 8           9                 10 
1 Age 38.00 9.47 -        
2 Self efficacy   38.36 9.47 -.064 -       
3 Emotional exhaustion 33.84 8.63 -.082 .340** -      
4 Depersonalization  15.58 6.87 .020 .099* .509** -     
5 Personal accomplishment 9.36 3.51 .066 .032 .210** .214** -    
6 Automatic emotional 
regulation 
17.36 3.28 -.025 .259** -.051 -.298** .180** -   
7 Surface acting 17.63 3.61 -.058 .484** .386** .229** .-253** .223** -  
8 Emotional deviance 17.73 3.30 -.035 .352** .229** .068 .134** .460** .494**             
9 Deep acting 17.41 3.68 -.071 .449** .470** .279** -.038 .177** .610** .582**        - 
10 Emotional labour 70.13 10.22 -.063 .516** .352** .102* .006 .602** .683** .634**      696**        - 
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The results show a varying degree of association between the 
independent variables and emotional labour. Self efficacy, (r = .52, p < .01), 
indicated a positive relationships meaning that the higher the self efficacy, 
the more a teacher engage in emotional labour. The correlation results for 
the three dimensions of burnout indicate that: emotional exhaustion (r = .35, 
p < .01) and depersonalization (r = .10, p < .05), indicated a positive 
correlation with emotional labour. This means that emotional exhaustion and 
depersonalization of teachers correlate positively with teachers engagement 
in emotional labour. However, there was no significant correlation between 
personal accomplishment (r = .006, p > .05) and emotional labour. This 
means that personal accomplishment which is derived from feelings of 
inefficacy when teachers no longer believe in their actions has no influence 
on teachers’ decision to engage in emotional labour. Emotional exhaustion 
demonstrated the strongest association with emotional labour with 35.2% 
degree of association. 
The correlation between the independent variables and the dimensions 
of the dependent variables also showed a varying degree of association. 
There was a positive correlation between self efficacy and automatic 
emotion regulation (r = .26, p < .01), meaning that self efficacy which is a 
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teacher’s self-confidence in personal abilities to effectively perform 
functions associated with teaching influences his or her engagement in 
surfacing acting.  Self efficacy and surfacing acting (r = .48, p < .01) was 
found to correlate significantly with surface acting facet of emotional labour, 
also self efficacy and emotional deviance (r = .53, p < .01) were found to 
correlate, and self efficacy and deep acting (r = .45, p < .01). The strongest 
association was found between self efficacy and emotional deviance. 
The correlation between facets of burnout and dimensions of 
emotional labour indicate there was a negative and an insignificant 
relationship between emotional exhaustion and automatic emotion regulation 
facet of emotional labour (r = -.051, p > .05), implying that emotional 
exhaustion which is a depletion of emotional and physical resources do not 
influence emotional regulation. There was a positive relationship between 
emotional exhaustion and surface acting (r = .39, p < .01), signifying that 
emotional exhaustion determines a teachers performance of surface acting. 
Emotional exhaustion and emotional deviance (r = .23, p < .01) were also 
positively correlated implying that emotional exhaustion also determines a 
teachers engagement in emotional deviance. Emotional exhaustion and deep 
acting (r = .47, p < .01) were also positively correlated which means that the 
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higher the emotional exhaustion, the higher a teachers’ deep acting. The 
correlation between depersonalization dimension of burnout and facets of 
emotional labour indicated a negative relationship between 
depersonalization and automatic emotion regulation of teachers (r = -.29, p < 
.01), this implies that the higher the depersonalization of a teacher which is a 
teachers’ ability to distance themselves from students and become 
indifferent to their needs, the lesser his or her performance of emotional 
regulation. However, a positive relationship was found between 
depersonalization and surface acting (r = .22, p < .01) entailing that the 
higher the depersonalization, the higher the surface acting.  
A positive correlation was also found between depersonalization and 
deep acting (r = .28, p < .01) which means the higher the depersonalization 
of a teacher, the higher the teacher’s deep acting while no significant 
relationship was found between depersonalization and emotional deviance (r 
= .07, p > .05) implying that depersonalization whether high or low does not 
affect emotional deviance of teachers.  The correlation between personal 
accomplishment and facets of emotional labour of teachers indicate a 
significant positive correlation between personal accomplishment and 
automatic emotion regulation (r = .18, p < .01), implying that the higher the 
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feelings of inefficacy the higher the emotion regulation of teachers. Also, a 
significant negative relationship was found between personal 
accomplishment and surface acting (r = -.24, p < .01), meaning that the 
higher feelings of inefficacy the lower the surface acting of teachers. 
Personal accomplishment was found to positively correlate with emotional 
deviance (r = .13, p < .01) while no significant relationship was found 
between personal accomplishment and emotional deviance (r = -.038, p > 
.05). 
4.2 Hypotheses Testing 
There are certain conditions that must be satisfied and verified in 
order to successfully compute the regression analysis for this study and 
further conduct the test of hypotheses. Testing these assumptions is 
necessary for a successful regression analysis. For this study, these 
assumptions include the assumption of multicollinearity and extreme 
outliers. When a researcher test for multicollinearity, it helps avoid unstable 
estimates (Leonor, 2007; Williams, Grajales, & Kurkiewicz, 2013).  
Although, there are other measures used, the Variance Inflation Factor 
(VIF) is often used as a test for multicollinearity. This assumption stipulates 
that the independent variables used in an analysis should not be highly inter-
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correlated. The suggested benchmark as a guide for multicollinearity is a 
correlation of 0.8. This can be verified by evaluating the correlation 
coefficient matrix (Table 4.2). The correlation results for this study indicate 
that the highest correlation coefficient for this analysis is 0.696, which is 
within the acceptable region.  To test the tolerance coefficient, the Variance 
Inflation Factor (VIF) was used. The rule for VIF is not to be more than 10. 
According to Leonor, (2007) the tolerance level should not be less than 0.10 
between the independent variables and the VIF should not be less than 10. 
The results of the test of multicollinearity using the VIF and tolerance level 
(appendix) meet the criteria for the regression analysis. 
Also, a regression analysis can be influenced by outliers. These are 
uncommon combination of values within a sample that can strongly 
influence a regression result (Williams et al., 2013). Nonetheless, a test for 
outliers is not necessarily a problem except there are caused by coding or 
measurement error (Williams et al., 2013). In this case, this ought not to be a 
problem because the data was selected cautiously using standardized 
measurement instruments. The test for assumptions was successfully 
conducted and the data meet the basic criteria for conducting a regression 
analysis. 
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In order to conduct the regression analysis, the part is divided into 
three (3). In the first instance, the first test regress self efficacy on the 
dependent variable (emotional labour and its facets). The second 
investigation tests the relationship between burnout and emotional labour. 
The results are presented in Table 4.3 and 4.5. 
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Hypothesis 1: There will be a significant influence between self-efficacy and emotional labour among 
teachers in Makurdi. 
 
Table 4.3 Multiple Regression showing the influence of self efficacy on emotional labour. 
 
VARIABLES  
                                      Dependent Variable  
AER SA ED DA Overall EL 
  Model 1 Model2 Model1 Model2 Model1 Model2 M odel1 Model2 Model 1 Model2 
Control 
Variables 
 
Age  
          
-.053 -.028 -.063 -.015 -.074 -.041 -.105* -.061 -.099* -.048 
Sex .048 .022 .141* .091 .092* .058 .091* .046 .124* .073 
Marital status .092 .078 -.032 -.057 .067 .050 .058 .035 .060 .033 
Religion -.093 -.084 -.072 -.054 -.131* -.119* -.155* -.138* -.150 -.131 
Ethnic group -.034 -.005 .005 .062 -.035 .004 .017 .069 -.015* .045 
Educational qualification .000 -.032 .091 .029 .096 .054 .095 .038 .095 .030 
Place of teaching  .026 .025 .012 .011 .003 .003 .015 .014 .019 .017 
Self efficacy Self efficacy   .248**  .475**  .327**  .432**  .495** 
R  .146 .282 .190 .500 .208 .381 .217 .474 .234 .537 
R2  .021 .080 .036 .250 .043 .145 .047 .224 .055 .288 
Adj-R2  .007 .065 .022 .238 .029 .131 .033 .212 .041 .276 
∆ R2  .021 .058 .036 .214 .043 .102 .047 .177 .055 .233 
F-value  1.511 30.789 2.605* 20.226** 3.137* 10.283** 3.422* 17.538** 4.031** 24.511** 
∆ F-value  1.511 5.252** 2.605* 138.415** 3.137* 57.741** 3.422* 110.933** 4.031** 158.71** 
Note:  **p < .01, *p < .05 
1) Model 1 (Control variables) 
2) Model 2: H1 (self efficacy → emotional labour) 
 EL-Emotional Labour 
 AER-Automatic Emotion Regulation 
 SA-Surface Acting 
 ED-Emotional Deviance 
 DA-Deep Action 
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In regard to Table 4.3, which presents the result for the first test of 
hypothesis, the value indicate a significant influence between self efficacy and 
emotional labour (R2= .288, p < .05). This shows that the model is acceptable. 
This implies that as self efficacy increases, performance of emotional labour 
also increase, in other words, the higher the self efficacy, the higher the 
performance of emotional labour. The model is useful to explain the change in 
the value of emotional labour. Furthermore, as regards Table 4.3, the value of 
R2 adjusted is .276, indicating that 27.6% of the change in the value of 
emotional labour can be explained by the change in independent variable of 
self efficacy. However, 72.4% of the change in the value of emotional labour 
of teachers can be explained by other factors aside self efficacy that the 
researcher did not include in this model. This finding showed that the model 
was useful to analyze the connection between all predictors and the dependent 
variable, emotional labour in particular. Sweet and Martin (2007) illustrates 
that if the value of adjusted R2 is under 0.1 then the regression model is too 
weak to analyze the data. Hence, the model of this research is strong enough to 
explain for emotional labour because adjusted R2 is .276. This is an indication 
that self efficacy is a strong predictor for emotional labour. The general model 
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supports the hypothesis that self efficacy correlate positively with emotional 
labour (p< .05).  
When the facets of emotional labour were also consider, it was found that 
self efficacy predicted automatic emotion regulation (β = .289, p< .05). Self 
efficacy was found to account for 0.8% (R2 .080) of the variance in automatic 
emotion regulation facet of emotional labour. This finding also indicates that 
the hypothesis is accepted in terms of self efficacy predicting automatic 
emotion regulation. This implies a teacher with high self efficacy will perform 
more automatic emotional regulation aspect of emotional labour than a teacher 
with low self efficacy. It also implies that the higher the self efficacy the 
higher the performance of automatic emotional regulation of teachers. It terms 
of surface acting, it was also found that self efficacy positively predicted 
surface acting facet of emotional labour accounting for 25.0% variance in 
surface acting. Furthermore, as regards Table 4.3 model 2 of surface acting, 
the value of R2 Adjusted is .238, indicating that 23.8% of the change in the 
value of surface acting of teachers can be explained by the change in 
independent variable of self efficacy. This finding means as self efficacy 
increases in teachers so does their performance of surface acting facet of 
emotional labour. 
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When emotional deviance facet of emotional labour was regressed on self 
efficacy, it was found that there is a positive relationship between self efficacy 
and emotional deviance (β = .327, p< .05). It was that self efficacy account for 
14.5% (R2 .145) of the variance in emotional deviance of teachers. This 
finding also indicates that hypothesis 1 of the study is accepted in terms of self 
efficacy predicting emotional deviance of teachers. This finding showed that 
performance of emotional deviance facet of emotional labour by teachers is 
influenced by high self efficacy of the teacher. A teacher with high self 
efficacy will perform more emotional deviance facet of emotional labour than 
a teacher with low self efficacy. Table 4.3 model 2 under deep acting, it was 
also found that self efficacy also positively predicted deep acting (β = .327, p< 
.05) accounting for 22.4% variance in deep acting (R2 .224). This means 
therefore that the remaining 77.6% in the explanation of deep acting of 
teachers can be explained by other variables other than self efficacy.  
In summary, the findings in Table 4.3 indicate that hypothesis 1 which 
predicted a positive relationship between self efficacy and emotional labour 
was accepted for automatic emotion regulation, surface acting, emotional 
deviance and deep acting facets of emotional labour. This means that a teacher 
with high self efficacy will perform emotional labour more than a teacher with 
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low self efficacy. Particularly, a teacher with higher self efficacy will perform 
all facet of emotional labour.  
Hypothesis 2: Locus of control will significantly influence emotional labour 
among teachers in Makurdi. Since locus of control is a categorical variable 
which is categorized as internal and external locus of control, the study 
examined differences between the internal and external locus of control on the 
facets of the dependent variable (emotional labour: automatic emotion 
regulation, surface acting, emotional deviance and deep acting) using 
Multivariate Analysis of Variance (MANOVA). 
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Table 4.4 Multivariate Test showing influence of locus of control on emotional labour of teachers 
Effect  Value  F  Hypothesis df Error df Sig. Partial Eta Squared 
Intercept                 Wilk’s Lambda .21 5708.560 4.000 489.000 .000 .979 
Locus of control       Wilk’s Lambda .145 12.189 4.000 489.000 .000 .091 
 
Table 4.5: Test of Between Subjects Effects showing differences between internal and external locus of control on separate facets of 
emotional labour 
Source                                                      Dependent 
Variable (s) 
Type III Sum of 
Square  
Df Mean 
Square 
F Sig. Partial Eta 
Squared 
Corrected Model               Automatic emotion regulation 
                                        Surface acting 
                                        Emotion deviance 
                                        Deep acting 
380.106 
62.737 
167.386 
1.955 
1 
1 
1                    
1 
380.106 
62.737 
167.386 
1.955 
35.078    
4.656      
15.017    
.143 
.000 
.031 
.000    
.706 
.067 
.009 
.030 
.000 
Intercept                             Automatic emotion regulation 
                                        Surface acting 
                                         Emotion deviance 
                                         Deep acting 
146870.268 
151857.392 
152989.677 
149636.797 
1 
1 
1 
1 
146870.268 
151857.268 
152989.677 
149636.797 
13553.716 
11269.220 
13725.352 
10913.582 
.000 
.000 
.000    
.000 
.965 
.958 
.965 
957 
Locus of control                 Automatic emotion regulation 
                                       Surface acting 
                                        Emotion deviance 
                                        Deep acting 
380.106 
62.737 
167.386 
1.955 
1 
1 
1 
1 
380.106 
62.737 
167.386 
1.955 
35.078 
4.656 
15.017 
.143 
.000 
.031 
.000   
.706 
.067 
.009 
.030                                  
.000 
Error                                  Automatic emotion regulation 
                                      Surface acting 
                                      Emotion deviance 
                                      Deep acting 
5331.392 
6629.903 
5484.080 
6745.842 
492 
492 
492 
492 
10.835 
13.475 
11.147 
13.711 
   
Total                                  Automatic emotion regulation 
                                       Surface acting 
                                       Emotion deviance 
                                       Deep acting 
154316.000 
159700.000 
160070.000 
157022.000 
494 
494 
494 
494 
    
Corrected Total               Automatic emotion regulation 
                                       Surface acting 
                                       Emotion deviance 
                                       Deep acting 
5711.498 
6692.640 
5651.466 
6747.798 
493 
493 
493 
493 
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Multivariate tests of significance were conducted to test whether there 
are statistically significant differences between internal locus of control and 
external locus of control on a linear combination of the four (4) facets of 
emotional labour. The result is presented in Table 4.4. Findings from the 
table using Wilk’s Lambda indicate there was a statistically significant 
difference between teachers with internal locus of control and those with 
external locus of control on the combined levels of emotional labour, F (4, 
489) = 12.189, p < .000; Wilk’s Lambda = .909; partial eta squared = .091. 
When the results for the levels of the dependent variable were considered 
separately (Table 4.5), the only difference to reach statistical significance, 
using a Bonferroni adjusted alpha level of .012, were automatic emotion 
regulation and emotional deviance facets of emotional labour F (1, 493) = 
35.078, p = .000, partial eta squared = .067 and F (1, 493) = 15.017, p = 
.000, partial eta squared = .030 respectively. An interception of the mean 
scores (Table 4.6) indicates that teachers with external locus of control had 
higher mean scores (M = 18.163, SD = 3.162) than teachers with internal 
locus of control (M = 16.404, SD = 3.434) on automatic emotion regulation. 
This means that there is a statistical significant mean difference between 
teachers with internal and those with external locus of control on automatic 
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emotion regulation. This implies that teachers with external locus of control 
perform more automatic emotion regulation than teachers with internal locus 
of control. 
Results in Table 4.6 indicates no statistically significant mean 
difference between teachers with internal locus of control (M = 17.217, SD 
= 4.431) and external locus of control (M = 17.931, SD = 2.847) surface 
acting facet of emotional labour, implying that teachers with external locus 
of control do not differ or perform more surface acting facet emotional 
labour than teachers with internal locus of control. In a related development, 
it was also found that teachers with internal locus of control (M = 17.508, 
SD = 4.556) did not differ from teachers with external locus of control (M = 
17.382, SD = 2.752) on deep acting. This finding also means that teachers 
with external locus of control perform same level of deep acting as teachers 
with internal locus of control. However, significant mean differences were 
observed between teachers with internal locus of control (M = 17.056, SD = 
3.623) and external locus of control (M = 18.223, SD = 3.385) on emotional 
deviance. This means that teachers with external locus of control perform 
more emotional deviance than those with internal locus of control. 
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 Table 4.6 Mean scores on Locus of Control and Emotional Labour  
 
locus of control Mean Std. 
Deviation 
N 
automatic emotion 
regulation 
internal locus of 
control 
16.4043 3.43460 494 
external locus of 
control 
18.1629 3.16228 494 
Total 17.3441 3.40370 494 
surface acting 
internal locus of 
control 
17.2174 4.43149 494 
external locus of 
control 
17.9318 2.84770 494 
Total 17.5992 3.68447 494 
emotional deviance 
internal locus of 
control 
17.0565 3.62323 494 
external locus of 
control 
18.2235 3.06942 494 
Total 17.6802 3.38577 494 
deep acting 
internal locus of 
control 
17.5087 4.55605 494 
external locus of 
control 
17.3826 2.75236 494 
Total 17.4413 3.69962 494 
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Hypothesis 3: There will be a significant influence between burnout and emotional labour. 
 
Table 4.7 Multiple Regression Results for Test of  Hypothesis 3 
 
VARIABLES  
                                      Dependent Variable  
AER SA ED DA Overall EL 
  Model 1 Model2 Model 1 Model2 Model 1 Model2 M odel1 Model2 Model 1 Model2 
Control 
Variables 
 
Age  
          
-.053 -.026 -.063 -.037 -.074 -.038 -.105* -.057 -.099* -.053 
Sex .048 .020 .141* .112* .092* .063 .091* .049 .124* .082 
Marital status .092 .101* -.032 -.059 .067 .053 .058 .023 .060 .036 
Religion -.093 -.071 -.072 -.050 -.131* -.096 -.155* -.108* -.150 -.108* 
Ethnic group -.034 -.047  .005 -.009 -.035 -.036 .017 .011 -.015* -.025 
Educational 
qualification 
.000 .004  .091 .019 .096 .063 .095 .015 .095 .033 
Place of teaching  .026 .022  .012 .016 .003 .007 .015 .022 .019 .022 
 
Burnout  
 
EE  
DP 
PA  
   
.083 
-.401** 
.235** 
  
.378** 
.114* 
-352** 
 
  
.208** 
-.066 
.021 
  
.431** 
.091 
-.164** 
  
. 372** 
-.078 
-.076* 
 
R 
  
.146 
 
.419 
 
.190 
 
.529 
 
.208 
 
.239 
 
.217 
 
.510 
 
.234 
 
.397 
R2  .021 .176 .036 .280 .043 .086 .047 .260 .055 .158 
Adj-R2  .007 .159 .022 .265 .029 .067 .033 .245 .041 .140 
∆ R2  .021 .154 .036 .244 .043 .043 .047 .213 .055 .103 
F-value  1.511 10.302** 2.605* 18.761** 3.137* 4.548** 3.422* 16.971** 4.031** 9.047** 
∆ F-value  1.511 30.180** 2.605* 54.451** 3.137* 7.544** 3.422* 46.349** 4.031** 19.667** 
EE-Emotional Exhaustion: PA-Personal Accomplishment: DP-Depersonalization 
Note:  **p < .01, *p < .05 
1) Model 1 (Control variables) 
2) Model 2: H1 (Burnout → emotional labour) 
  
121 
 
The third hypothesis sought to investigate burnout as a predictor of 
emotional labour. As shown in Table 4.7, the general model supports this 
hypothesis (p< .05), however, some of the facets of burnout have no impact on 
emotional labour. For instance, depersonalization (β = -.078, p>.05) and 
personal accomplishment (β = -.076, p>.05) (Table 4.7) show insignificant 
relationship with overall emotional labour. This means that depersonalization 
and personal accomplishment do not influence or relate to emotional labour. In 
other words, depersonalization and personal accomplishment dimensions of 
emotional labour did not significantly influence or predict emotional labour. 
These results fail to give evidence to support the third hypothesis in terms of 
depersonalization and personal accomplishment. However emotional 
exhaustion showed a statistically significant positive relationship with 
emotional labour (β =.372, p<.05) implying that higher the emotional 
exhaustion, the higher the performance of emotional labour. As a result, this 
finding supports the third hypothesis, meaning that the third hypothesis is 
accepted in terms of emotional exhaustion, whereas, it is rejected in case of 
depersonalization and personal accomplishment. Furthermore, the result 
showed that these three facets of burnout account for 15.8% variance (R2 = 
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.158) in the explanation of emotional labour while the remaining 84.2% is 
explained by other factors beside burnout.  
In terms of automatic emotion regulation facet of emotional labour, it was 
found that depersonalization (β = -.401, p<.01) and personal accomplishment 
(β =.235, p<.05) statistically predicted automatic emotion regulation while 
emotional exhaustion was not found to predict automatic emotion regulation. 
This means that the higher depersonalization aspect of burnout the lesser the 
performance of automatic emotion regulation facet emotional labour. Also, the 
personal accomplishment aspect of burnout in teachers, the higher the 
automatic emotion regulation facet of emotional labour while the higher the 
emotional exhaustion, the lesser the performance of automatic emotion 
regulation in teachers. The three facets of burnout accounted for 17.6% 
variance in automatic emotion regulation. Findings from Table 4.7 further 
showed that the three facets of burnout jointly predicted automatic emotion 
regulation (R2 = .176, F = 10.302; p < .01). This means that the third 
hypothesis was accepted in terms of burnout predicting automatic emotion 
regulation facet of emotional labour. 
Findings involving surface acting dimension of emotional labour indicate 
that emotional exhaustion, depersonalization and personal accomplishment 
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jointly predicted surface acting facet of emotional labour (R2 = .280, F = 
18.761; p < .01) with all the variables accounting for 28.0% variance in the 
joint predication of surface acting. Further, it was observed that emotional 
exhaustion (β = .3781, p<.01), depersonalization (β = .114, p<.05) and 
personal accomplishment (β =-.352, p<.01) independently and significantly 
predicted surface acting implying that the higher a teacher is on emotional 
exhaustion and depersonalization the higher the performance of surface acting. 
In terms of personal accomplishment, it means that the higher the personal 
accomplishment of teachers, the lesser the surface acting of such teachers. 
This finding showed that the third hypothesis was also accepted in terms of 
burnout predicting surface acting facet of emotional labour. 
When emotional deviance facet of emotional labour was considered, it 
was observed that emotional exhaustion, depersonalization and personal 
accomplishment jointly predicted emotional deviance (R2 = .086, F = 4.548; p 
< .01) with all the three dimensions of burnout accounting for 8.6% variance 
in the joint predication of emotional deviance thus implying that hypothesis 3 
of the study was also accepted in terms of burnout predicting emotional 
deviance. Individual contribution of the three dimensions of burnout to 
emotional deviance showed that only emotional exhaustion was found to 
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predict emotional deviance (β = .208, p<.01) meaning that the higher the 
emotional exhaustion, the higher the emotional deviance. 
Findings involving deep acting facet of emotional labour indicate a joint 
contribution of the three dimensions of burnout to deep acting (R2 = .260, F = 
16.971; p < .01). The findings indicate that the three dimensions of burnout 
accounted for 26.0% variance in the explanation of deep acting among 
teachers. Emotional exhaustion (β = .431, p<.01) and personal 
accomplishment (β = -.164, p<.01) were the only dimensions of burnout that 
independently predicted deep acting. This implies that the higher the 
emotional exhaustion, the higher the deep acting facet of emotional labour 
where as the higher the personal accomplishment, the lesser the performance 
of deep acting facet of emotional labour. These findings also support the third 
hypothesis in terms of burnout predicting deep acting dimensions of emotional 
labour. 
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Hypothesis 4: Self-efficacy, locus of control and burnout will jointly and 
independently influence emotional labour of teachers in Makurdi Local 
government 
 
Table 4.8 Standard multiple regression showing the joint and 
independent influence of emotional labour and its subscales by self-
efficacy, locus of control and burnout among teachers in Makurdi Local 
Government Area. 
DVs R R2 F df P Β t  Sig 
EL(overall) 
Constant 
      33.39 .000 
Self-efficacy      .68 19.18 .000 
Locus of control .825 .681 225.48 3,317 .000 -.90 -23.78 .000 
Burnout      -.46 -13.25 .000 
Auto. Emotion 
regulation 
        
Constant       20.36 .000 
Self-efficacy      .24 4.93 .000 
Locus of control .618 .381 65.13 3,317 .000 -.41 -7.73 .000 
Burnout      -.66 -13.67 .000 
Surface Acting         
Constant       9.83 .000 
Self-efficacy      .55 10.28 .000 
Locus of control .522 .272 39.49 3,317 .000 -.44 -7.66 .000 
Burnout      -.20 -3.77 .000 
Emotional deviance         
Constant       29.89 .000 
Self-efficacy      .44 11.24 .000 
Locus of control .778 .606 162.29 3,317 .000 -.92 -21.86 .000 
Burnout      -.42 -11.00 .000 
Deep Acting         
Constant       15.31 .000 
Self-efficacy      .62 15.02 .000 
Locus of control .754 .568 139.18 3,317 .000 -.76 -17.30 .000 
Burnout      -.02 -.57 .573 
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 Table 4.8 presents the joint and independent influence of overall 
emotional labour and its subscales (automatic emotion regulation, surface 
acting, emotional deviance and deep acting) by self-efficacy, locus of 
control and burnout total scales. The result shows that self-efficacy, locus of 
control and burnout jointly influeced overall emotional labour significantly 
[R=.825, R2=.681; F (3,317) = 225.48, p<.001]. This model accounted for 
68.1% of the total variance observed in overall emotional labour of the 
teachers, thus confirming hypothesis 4 of this study. With regards to the 
individual contribution of the three variables (self-efficacy, locus of control 
and burnout) to the prediction of overall emotional labour, the result showed 
that locus of control made the highest contribution in the model (β = -.901; 
t=-23.78; p<.001); it accounted for 90.1% of the variance in emotional 
labour. The second most important predictor of overall emotional labour was 
self-efficacy (β = .677; t=19.18; p<.001) which explained 67.7% of the 
variance in overall emotional labour. The least to predictor of overall 
emotional labour in the model was burnout (β = -.459; t=-13.25; p<.001) 
which accounted for 45.9% of the variance in overall emotional labour. 
Based on these results, research hypothesis 4 was confirmed for both the 
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independent and joint influence of overall emotional labour by self-efficacy, 
locus of control and burnout. 
 Results from Table 4.8 further show the independent and joint 
influence of the individual dimensions of emotional labour (automatic 
emotion regulation, surface acting, emotional deviance and deep acting) by 
self-efficacy, locus of control and burnout. It revealed that the three 
independent variables (self-efficacy, locus of control and burnout) jointly 
influenced automatic emotion regulation significantly [R=.618, R2 = .381; 
F(3,317)=65.13, P<.001]. The result reveals that self-efficacy, locus of 
control and burnout jointly accounted for 38.1% of the total variance 
observed in automatic emotion regulation. With regards to independent 
contributions, burnout made the highest negative contribution to the 
prediction of automatic emotion regulation (β=-.659; t=-13.67; p<.001) 
accounting for 65.9% of the total variance in automatic emotion regulation, 
followed by locus of control (β=.408; t=-7.73; p<.001) which accounted for 
40.8% of the variance in automatic emotion regulation, while self-efficacy 
made the least positive contribution to the prediction of automatic emotion 
regulation (β=.242; t=4.93; p<.001) accounting for 24.2% of the variance in 
automatic emotion regulation respectively. 
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 With regards to the surface acting dimension of emotional labour, 
result from Table 4.8 shows that the three independent variables (self-
efficacy, locus of control and burnout) jointly  influenced surface acting 
significantly [R=-.522, R2=.272; F(3,317)=39.49, P<.001]. The variables 
jointly accounted for 27.2% of the total variance observed in surface acting. 
On independent contributions, the results revealed that self-efficacy made 
the highest contribution to the prediction of surface acting (β=.548; t=10.28; 
p<.001) accounting for 54.8% of the variance in surface acting, locus of 
control made the second highest contribution in the negative direction (β=-
.438; t=-7.66; p<.001) accounting for 43.8% of the variance in surface 
acting, while burnout made the least negative contribution to the model (β=-
.199; t=-3.77; p<.001) by accounting for only 19.9% of the variance 
observed in surface acting among the teachers. 
 On the emotional deviance dimension of emotional labour, the results 
from Table 4.8 revealed that the three independent variables (self-efficacy, 
locus of control and burnout) jointly influenced emotional deviance 
significantly [R=.778, R2=.606; F(3,317)=162.29, P<.001]. The three 
independent variables jointly accounted for 60.6% of the total variance 
observed in emotional deviance. On independent basis, the result showed 
  
129 
 
that locus of control made the highest contribution to the prediction of 
emotional deviance (β=--.920; t=-21.86; p<.001) which accounted for 92.0% 
of the variance in emotional deviance, followed by self-efficacy (β=-.441; 
t=11.24, p<.001) which accounted for 44.1% of the variance in emotional 
deviance, while burnout made the least contribution (β=-.424; t=-11.00; 
p<.001) accounting for 42.4% of the variance in emotional deviance 
respectively. 
 Finally, on the deep acting dimension of emotional labour, the result 
from Table 4.8 showed that self-efficacy, locus of control and burnout 
jointly influenced the dimension significantly [R=.754, R2=.568; 
F(3,317)=139.18, P<.001]. The variables accounted for 56.8% of the total 
variance in deep acting. On independent basis, the result showed that locus 
of control made the highest significant contribution to the prediction of deep 
acting (β=-.762; t=-17.30; p<.001) accounting for 76.2% of the variance in 
emotional deviance, followed by self-efficacy (β=.616; t=15.02; p<.001) 
accounting for 61.6% of the variance in emotional deviance. However, 
burnout did not significantly predict emotional deviance (β=-.023; t=-57.00, 
p>.05). 
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 On the whole, the results revealed that self-efficacy, locus of control 
and burnout independently and jointly influenced emotional labour and its 
dimensions significantly. Based on this finding, hypothesis 4 was confirmed. 
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CHAPTER FIVE 
DISCUSSION, CONCLUSION AND RECOMMENDATIONS 
This research examined self efficacy, locus of control and burnout as 
affecting emotional labour of teachers. The previous chapter presented the 
results of the data analysis. This chapter presents the discussion of the result 
presented in chapter 4. The discussion is centred on the hypotheses 
formulated for the study. The chapter also presents the implications of the 
study, limitations and future research, conclusion and recommendations. 
5.1 Discussion of Findings 
 From the result presented, it was discovered that teachers performed 
four types of emotional labour these are; automatic emotional regulation, 
surface acting, emotional deviance and deep acting. This study investigated 
emotional labour as a univariate dimension and multivariate dimensions 
composite variable. The univariate and multivariate scores of emotional 
labour were regressed on the self efficacy, locus of control and burnout 
factors, controlling for the demographic factors. The hierarchical multiple 
regression analysis conducted revealed that all the predictor variables 
independently and jointly predicted emotional labour.  
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Self efficacy, locus of control and burnout contributed independently 
and collectively in predicting emotional labour. Three factors of burnout 
independently and jointly predicted emotional labour. In line with 
hypothesis one of the study, self efficacy significantly predicted emotional 
labour. This by explanation means  that self-efficacy which is a generative 
capacity in which cognitive, social, emotional and behavioural skills must be 
organized and effectively orchestrated to serve innumerable purposes predict 
emotional labour of teachers. The higher the self efficacy of a teacher, the 
more capable is the teacher to exercise control over emotions, behaviour and 
thinking. Based on the finding, self efficacy influences teachers’ 
performance of emotional labour. This result supports those of Bandura 
(1997); Silver, et al. (2001) who in their separate studies linked self-efficacy 
to emotional labour. For example, in customer service staff, Silver, et al. 
(2001) found self-efficacy to positively relate to emotional labour. In a 
related development, finding by Witt-Rose (2003) who conducted a cross 
sectional survey to investigate the relationship between self efficacy and 
emotional labour found a highly significant positive relationships between 
self-efficacy and emotional labour among lecturers in Anatomy and 
Physiology. This finding also tallies with those of Smith and Greene (2001) 
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who in their study linked self-efficacy to emotional labour. Also, this finding 
agrees with those of Multon, Brown and Lent (1991) who in a meta-analysis 
of 39 studies from 1977 to 1988 found positive and statistically significant 
relationships between self-efficacy and emotional labour. Out of the studies 
analyzed, 28.9 % involved teachers. This implies that self-efficacy predicts 
emotional labour of teachers.  
Hypothesis two of the study found locus of control which was 
investigated as a composite variable to significantly predict emotional labour 
in two directions. Internal locus of control predicts emotional labour positive 
direction while external locus of control predicts emotional labour in a 
negative direction. This finding by explanation implies that locus of control 
which is an individual’s expectations concerning control over some events 
as they take place in the workplace is a significant predictor of emotional 
labour, however, the prediction occurs in a negative dimension. Teachers 
generally think they can control themselves and pretend all is well. Most 
times, teachers’ lives are influenced by their personal assessment of self. 
That is, they perceive control over their jobs as predominantly in terms of 
external forces.  
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Based on the findings, locus of control has significant influence on the 
emotional labour of teachers. Individuals with external locus of control 
believe what they do on the job will not yield positive results; therefore they 
think less of putting in their best, because they think their best cannot make 
any impact on development, emotional and cognitive wellbeing. They are 
more likely to suffer from emotional labour and worse still depression. 
Those with internal locus of control are more likely to adapt to the needs of 
the work environment. They see hard work, personal abilities and dedication 
to duties as a way of arriving at positive results. Therefore, putting in their 
best believing all is well (Reynolds, 1975). 
This finding does not tally with those of Kulshrestha and Sen (2006) 
who in this study reported a significant positive relationship between locus 
of control and emotional labour. In a related development, this finding does 
not support those of Brown (2012) who found emotional labour to 
significantly correlate with locus of control. Also, this finding fail to agree 
with the findings by Omeje and Nebo (2011) who conducted a cross 
sectional study to investigate the influence of locus of control on emotional 
labour and found locus of control to significantly influence emotional labour 
in a positive dimension. In a different light, these findings did not support 
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those of Morowatisharifabad, et al. (2009) who in his study found a negative 
association between locus of control and emotional labour. This then implies 
that locus of control influenced emotional labour positively as well as 
negatively. In the study conducted by Omeje & Nebo locus of control was 
found to have positive association with emotional labour but in the study 
conducted by morowatisharifabad there was negative association. 
Hypothesis three of the study found burnout to negatively predict 
emotional labour. Findings showed that all the three dimensions of burnout 
significantly predicted emotional labour in a negative dimension. This 
implies that burnout which represents a prolonged response to chronic 
emotional and interpersonal stressors on the job, characterized by emotional 
exhaustion, cynicism and feelings of personal accomplishment influence 
how a teacher performs emotional labour. Emotional exhaustion refers to 
feelings of being invaded or exhausted by one’s work, and deprived of 
physical and emotional resources. Cynicism qualifies the emergence of a 
cognitive distance for the employee, which manifests itself by a negative, 
abrupt and detached attitude towards the job. Feelings of professional 
inefficacy concerns the evaluation that one makes of one’s past, present and 
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future achievements at work. These include feelings of inability to fulfil 
work demands.  
Teachers’ burnout is caused by depersonalization, exhaustion and 
diminished sense of accomplishment (Schwab, et al., 1986). When more 
effort is needed to express and suppress emotions, as when emotional labour 
is experienced, the more the burnout particularly depersonalization will 
occur (Grandey, 2000). Previous studies showed that the different 
components of burnout had differentiated relationships with the dimensions 
of emotional labour (Brotheridge & Grandey, 2002; Brotheridge & Lee, 
2002, 2003; Goldberg & Grandey, 2007; Judge Woolf, & Hurst, 2009; 
Martinez-Iñigo, Totterdell, Alcover, & Holman 2007; Näring, Briët & 
Brouwers, 2006).  
The finding that burnout significantly and negatively predict 
emotional labour support the work of Brotheridge and Grandey (2002) who 
in their study found a negative relationship between burnout and emotional 
labour. For instance, all the dimensions of burnout negatively influence 
overall emotional labour. Also, this finding lend credence to the work of 
Ghalandari and Jogh (2012) who investigate the effects of job burnout on 
emotional labour by considering the role of emotional intelligence and found 
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that burnout  influence emotional labour in a negative dimension. In a 
different finding, Lewig and Dollar (2003) found that burnout did not predict 
emotional labour. 
 Hypothesis four of this study was tested and it was found that self-
efficacy, locus of control and burnout jointly influenced overall emotional 
labour significantly. With regards to the individual contribution of the three 
variables (self-efficacy, locus of control and burnout) to the prediction of 
overall emotional labour, the result showed that locus of control made the 
highest contribution in the model. The second most important influence of 
overall emotional labour was self-efficacy while the least to influenced 
overall emotional labour in the model was burnout. This finding implies that 
when the three variables of locus of control, self-efficacy and burnout are 
combined in a model, they will all make various contributions in 
determining emotional labour. However, the most important factor with the 
greatest potential to influence emotional labour is locus of control, followed 
by self-efficacy and finally, burnout. This further implies that the 
organisation needs to understand the locus of control of the organisational 
members (whether internal or external) and how these function to increase 
emotional labour among the employees.  
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 Although there are no found researches in the literature that combined 
the same study variables as in the present research to use as empirical 
support to this finding, it may set precedence for people carrying out 
research in the future on locus of control, self-efficacy and burnout as they 
influence emotional labour of teachers. 
5.2 Implications of the Study 
The results indicate that schools need to enhance the emotional labour 
by promoting self efficacy and locus of control and reducing burnout among 
teachers. School authorities should focus on providing supervisory support, 
rewards on performance, opportunities for career development, and facilitate 
teachers with training to improve self efficacy, enhance internal locus of 
control and reduce burnout thereby improving emotional expression of 
teachers. As findings of the study indicated that self efficacy has a 
significant positive influence on emotional labour, so school authority 
should focus on enhancing self efficacy of teachers. This calls for a 
multipronged strategy for developing requisite expertise among teachers’ to 
manage their emotional labour. This should also be a part of 
supervisors/inspectors’ performance appraisal about how they manifest 
emotional labour and its applications in dealing with teachers. Teachers are 
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role models to students and their competence and behavioural manifestation 
is critical to influence students in managing their emotions. Hence, teachers’ 
training programmes towards enhancing self efficacy should be in place to 
enable teachers involvement in emotional labour.  
The human resource management or personnel managers are advised 
to use effective recruitment and selection tools in filling vacant positions in 
schools; they should select individual whose locus of control fit the job. In 
selection, candidates’ individual locus of control should be considered, as 
well as self efficacy. 
The notion of burnout has both research and practice relevance. Some 
writers have offered suggestions for reducing levels of burnout in the 
workplace. Researchers have suggested interventions at both individual and 
organizational levels, and the fit between the two, with most efforts being 
directed at the individual level. Individual level interventions include 
cognitive behavioral techniques such as stress inoculation, rational emotive 
approaches, cognitive restructuring. Behavioral rehearsal, relaxation 
techniques, and training programs to reduce reality shock, work-family 
conflict, and employee passivity and increase emotional labour expression. 
Workplace interventions include work redesign to reduce workload, attempts 
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to increase levels of social support at work, increase levels of employee 
participation in decision making, and offering career counseling to support 
employee development. Therefore, school authority should ensure 
workplace interventions that would reduce burnout and increase emotional 
labour expression. 
5.3 Limitations of the Study and Future Research  
This study in limited for the following reasons, The study explored the 
area of emotional labour on three dispositional factors of self efficacy, locus 
of control and burnout among teachers in Makurdi Local Government Area. 
Again the study emphasised only  teachers in Makurdi Local Government 
Area. However, not all teachers in Makurdi were selected for the study, even 
though the study was undertaken in a comprehensive way. The result may 
not well represent the situation in other teachers. Future studies should 
explore the concept of emotional labour with other concepts and other set of 
individuals in Makurdi in order to have a more comprehensive 
understanding of the subjects in Makurdi.  
Another limitation concerns the reliance on self-report data. All 
measures utilized in the present study were self-reported measures which 
might cause common source bias and inflation of the correlations among the 
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variables. Future studies might reduce such biases by referring to different 
sources such as co-teachers and students in determining teachers’ 
engagement in emotional labour. A related problem with the use of self- 
reported measures is social desirability. Although anonymity of the 
responses was ensured, participants might still be motivated to present 
themselves in a favourable way and gave socially desirable responses in 
their ratings of self-efficacy, locus of control and burnout and emotional 
labour. Future studies might employ social desirability scales to overcome 
this problem. 
Another limitation associated with the sampling issue is that some 
samples were from teachers who were asked by the head teacher to fill out 
the questionnaires. This convenient sampling method makes it very difficult 
to maintain complete anonymity, and therefore, may bias the study results. 
Finally, as this study is an exploratory type of research and the data analysis 
results were very driven, the results need to be further examined by future 
researchers. 
5.4 Conclusion  
This research examined self efficacy, locus of control and burnout as 
predictors of emotional labour. One of the three predictor variables was 
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broken into three facets while the criterion variable which is emotional 
labour was examined as a univariate and multivariate dimension. Findings 
indicate that the independent variables of self efficacy, locus of control and 
burnout independently and jointly predict emotional labour.  
Based on these findings, the study concluded that; 
i. Self-efficacy significantly influence emotional labour of teachers in a 
positive dimension, 
ii. Locus of control significantly influence emotional labour of teachers 
in a negative dimension, 
iii. Burnout dimensions independently and jointly influence emotional 
labour of teachers in a negative dimension, 
iv. The study also concluded that self efficacy, locus of control and 
burnout jointly influence emotional labour positively. 
5.5 Recommendations  
Teachers are hired for a wage and are expected to perform their jobs 
effectively and efficiently, though the ability to remain dutiful requires 
recognition, it is a remarkable accomplishment when teachers succeed on 
their job. Emotional labour therefore should be taken seriously, since it 
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affects teaching/learning processes, loyalty, and eventually, teacher’s 
teaching relationship. 
The following recommendations are made based on the findings and 
conclusion drawn from the study, it is recommended that: 
i. Schools aiming to improve students’ performance should focus on hiring the 
right kinds of people, training them on effective self efficacy techniques, and 
creating a climate in which employees understand the display rule requirements 
and feel supported by their organisations. 
ii. Another recommendation of the study is on selection of employees. This study 
found that self efficacy and locus of control influences emotional labour. 
Therefore, schools when recruiting should ensure employing the services of 
teachers who are high on self efficacy and internal locus of control so that they 
will perform emotional labour. Providing training programs to develop 
necessary skills to perform emotional labour may require more concerted 
efforts by organizations than reliance upon selection. If schools could provide 
appropriate training that would help teachers learn to express emotional labour, 
teachers and employees could learn how to express positive emotions. They 
would also gain a sense of satisfaction from their ability to act out emotional 
labor. 
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In the school setting the aim is to train people in all areas in order to 
better  their lives. These types of training are given intensively to teachers. An 
important component of orientation programs is to convey appropriate attitudes 
and display rules to the teachers. Very few training programs are designed to 
discuss how teachers feel. However, as employees accumulate different 
experiences on the job, it is equally important to discuss employees’ feelings. 
iii.        Open discussions of frustration on the jobs is a cure to heal teachers’ wounds 
when they are hurt or insulted. This type of training has several effects. First, it 
delivers a message to teachers that the school is aware of and acknowledges the 
emotional contribution that teachers put into jobs. This can motivate teachers to 
increase their performance and be more committed to their jobs and 
organizations. Second, it provides an opportunity to ventilate teachers’ negative 
emotions caused by their jobs. Third, by implementing this type of training, 
organizations can develop in their employees the ability to suppress anger or 
avoid frustration.  
iv. Finally it is recommended that colleges of educations, Universities and other 
training institutions should include courses on emotional labour in their 
curriculum to help prepare the teachers before they get into the work 
environment. This will reduce the negativities their inability to perform 
emotional labour and increase their people handling skills. 
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APPENDIX A: 
QUESTIONNAIRE 
        Department of Psychology, 
Benue State University, 
Makurdi 
Dear Respondents 
I am a post-graduate student of Benue State University, Psychology 
Department carrying out research as one of the requirements for the award of 
Doctor of Philosophy Degree (Ph.D) in industrial/organizational psychology. 
Please, answer these questions honestly and be rest assured that any information 
given will be treated confidentially and only for the purpose of this research. 
Thanks  
Jam Mngusuur 
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SECTION A: Demographic Information 
General instruction 
Please tick (√) where appropriate 
1. Age: .................................... 
2. Sex: {   } Male {   } Female  
3. Marital Status: {  } Single {  } Married {  } Divorce   {  } Widowed 
4. Religion: {  } Christianity   {   } Islam   {  } Others (specify) ………….. 
5. Ethnic Group: { } Tiv { } Idoma { } Others (specify) ..………………. 
6. Educational Qualification: {   } SSCE {   } TC II {   } NCE/OND {   }   
HND  {   } Degree  {   } Ph.D/M.Sc 
7. Place of Teaching: {   } Primary School {   } Secondary School   
 
SECTION B 
General Self-Efficacy scale 
Instruction: Please tick (√) appropriately as it applies to you and note:  
1 = Not at all true   2 = Hardly true   3 = Moderately true   4 = Exactly true 
S/No Items  1 2 3 4 
1 I can always manage to solve difficult problems if I try hard 
enough. 
    
2 If someone opposes me, I can find the means and ways to get 
what I want. 
    
3 It is easy for me to stick to my aims and accomplish my goals.     
4 I am confident that I could deal efficiently with unexpected 
events. 
    
5 Thanks to my resourcefulness, I know how to handle 
unforeseen situations 
    
6 I can solve most problems if I invest the necessary effort.     
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7 I can remain calm when facing difficulties because I can rely 
on my coping abilities. 
    
8 When I am confronted with a problem, I can usually find 
several solutions. 
    
9 If I am in trouble, I can usually think of a solution.     
10 I can usually handle whatever comes my way. 
 
    
 
SECTION C 
Work Locus of Control Scale 
Instruction: The following questions concern your beliefs about jobs in general. 
You are expected to tick (√) for each of the statements to show your level of 
agreement or disagreement. 
 
S/N  
D
is
ag
re
e 
ve
ry
 
m
uc
h 
D
is
ag
re
e 
m
od
er
at
el
y 
D
is
ag
re
e 
sl
ig
ht
ly
 
A
gr
ee
 s
lig
ht
ly
 
A
gr
ee
 
m
od
er
at
el
y 
A
gr
ee
 v
er
y 
m
uc
h 
1 A job is what you make of it.(R)       
2 On most jobs, people can pretty much 
accomplish whatever they set out to 
accomplish.(R) 
      
3 If you know what you want out of a 
job, you can find a job that give it to 
you (R) 
      
4     If employees are unhappy with a 
decision made by their boss, they 
should do something about it.( R ) 
      
5 Getting the job you want is  mostly a 
matter of luck 
      
6 Making money is primarily a matter 
of good fortune 
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7 Most people are capable of doing 
their jobs well if they make the 
effort.( R ) 
      
8 In order to get a really good job, you 
need to have family members or 
friends in high places. 
      
9  Promotions are usually a matter of 
good fortune. 
      
10  When it comes to landing a really 
good job ,who you know is more 
important than what you know. 
      
11 Promotions are given to employees 
who perform well on he job ( R ) 
      
12 To make a lot of money you have to 
know the right people 
      
13 It takes a lot of luck to be an 
outstanding employee on most jobs.  
      
14 People who  perform their jobs well 
generally get rewarded for it.( R) 
      
15 Most employees have more influence 
on their supervisors than think they 
do.( R )  
      
16 The main difference between people 
who make a lot of money and people 
who make a little money is luck. 
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SECTION D 
Maslach Burnout Inventory 
Please read each statement carefully and decide if you ever feel this way about 
your job. Tick (√) from 0 to 6 that best describes how frequently you feel. 
0=Never, 1= A few times a year or less, 2= Once a month or less, 3= A few 
times a month, 4= Once a week, 5= A few times a week, 6= Every day  
S/No Items  0 1 2 3 4 5 6 
1 I feel emotionally drained from my work.        
2 I feel used up at the end of the workday.        
3 I feel fatigued when I get up in the morning and have 
to face another day on the job. 
       
4 I can easily understand how my students feel about 
things. 
       
5 I feel I treat some students as if they were impersonal 
objects.  
       
6 Working with people all day is really a strain for me.         
7 I deal very effectively with the problems of my 
students. 
       
8 I feel burned out from my work.        
9 I feel I’m positively influencing other people’s lives 
through my work. 
       
10 I’ve become more callous toward people since I took 
this job.  
       
11 I worry that this job is hardening me emotionally        
12 I feel very energetic.         
13 I feel frustrated by my job.         
14 I feel I’m working too hard on my job.         
15 I don’t really care what happens to some students.         
16 Working with people directly puts too much stress on 
me.  
       
17 I can easily create a relaxed atmosphere with my 
students.  
       
18 I feel exhilarated after working closely with my 
students. 
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19 I have accomplished many worthwhile things in this 
job. 
       
20 I feel like I’m at the end of my rope.        
21 In my work, I deal with emotional problems very 
calmly. 
       
22 I feel students blame me for some of their problems.         
 
SECTION E 
Teacher Emotional Labor Scale (TELS) 
1=disagree strongly; 2=disagree; 3=undecided; 4=agree; 5=agree strongly  
 
 Automatic Emotion Regulation 
(“I genuinely express how I feel”) When 
1 2 3 4 5 
1 Getting blame from your supervisor about the way of you 
deal with students. 
     
2 Getting complies from your students about your teaching 
style. 
     
3 Hearing a very good news about students at board meeting      
4 One of your students asking rude questions constantly.      
5 Explaining very low grade of one of your favorite students.      
 
 Surface Acting (“I try to control my feelings to have emotions I need to 
display from my job”) When 
6 Sharing sad news with students.      
7 Your students unexpectedly get very high grades.      
8 One of your coworkers making rude jokes about you.       
9 Your supervisor share news that make most of your coworker 
happy, but you don’t.  
     
10 Figuring out your students did not do their homework that 
you think very Important at class. 
     
 Emotional Deviance (Even though it is not expected from me as a teacher, 
I exactly reflect to how I feel) when 
11 One of your students find your mistake during lecture and 
share it with other students. 
     
12 Your supervisor did not except change planes in your      
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program.  
13 Unexpectedly, your supervisor apprises you in front of your 
coworkers. 
     
14 One of your students makes a big mistakes and the rest of 
students start laughing. 
     
15 One of your students asks to change his/her grades claiming 
it is your mistakes for the low grade. 
     
 Deep Acting (I try to put an effort to actually feel the emotion I need to 
display) When 
16 Getting a very bad news from your family before the class.      
17 You did not find very funny most of jokes that your 
coworkers do. 
     
18 You need to teach a class that you don’t like very much about 
not very interesting subject.  
     
19 Your supervisor generally makes negative and hurting 
comments. 
     
20 Discussing frequently with students about grades.       
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APPENDIX B: 
 
LIST OF PUBLIC AND PRIVATE SECONDARY SCHOOLS IN MAKURDI LOCAL 
GOVERNMENT AREA 
 
S/N MAKKURDI  LGA (PUBLIC) 
1 GOVT. COLL. MAKURDI 
2 GOVT. SEC. SCH. NORTH-BANK, MAKURDI 
3 GOVT. MODEL COLL. MAKURDI 
4 GOVT. SEC. SCH. NAF BASE MAKURDI 
5 GOVT. SEC. SCH. TATYOUGH 
6 GOVT. GIRL COLL. MAKURDI 
7 GAADI COMP. COLL. MAKURDI 
8 COMM. SEC. SCH. MAKURDI 
9 COMM. SEC. SCH. APIR 
10 MT. ST. GABRIEL'S SEC. SCH. MAKURDI 
11 MT. CAMEL COLL. MAKURDI 
12 ANGLICAN SEC. SCH. MAKURDI 
13 NKST. SEC. SCH. MAKURDI 
14 PADOPADS HARMONY SEC. SCH MAKURDI 
15 OGIRI OKO MEM SEC. SCH. MAKURDI 
16 TILLEY GYADO COLL.MAKURDI 
17 ARABIC COMM. SEC. SCH. MAKURDI 
18 CARM WISDOM COLL. MAKURDI 
19 GOLDEN COLL. YAGBA 
20 METHODIST HIGH SCH. MAKURDI 
21 COMMAND DAY SEC. SCH. NASME MAKURDI 
 
S/N MAKURDI (PRIVATE) 
1 ALIYU MUHAMMAD JAMA'A MEMORIAL ARABIC COLLEGE 
2 ALPHA-LANDMARK INTERNATIONAL ACADEMY 
3 AVECO MODEL COLLEGE 
4 BAPTIST HIGH SCHOOL 
5 BENLAD MODEL SECONDARY SCHOOL 
6 BRIGHT WAY COLLEGE 
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7 CAPITAL COLLEGE MAKURDI 
8 CHRIST APOSTOLIC CHURCH SECONDARY SCHOOL 
9 CHRIST THE KING SECONDARY SCHOOL, MAKURDI 
10 CITY COLLEGE MAKURDI 
11 COMMUNITY SECONDARY SCHOOL 
12 CORNERSTONE ACADEMY 
13 CORONA  SECONDARY SCHOOL, MAKURDI 
14 DAV MEMORIAL SECONDARY SCHOOL 
15 DEMOSTRATION INTERNATIONAL SPECIAL ARTS AND SCIENCE SCHOOL 
 MAKURDI 
16 DIVINE HOPE ACADEMY SECONDARY SCHOOL, ADEKE-MAKURDI 
17 DOMINION SECONDARY SCHOOL, NORTH BANK 
18 DYEGE MEMORIAL COLEGE 
19 ECWA SECONDARY SCHOOL, NORTH BANK 
20 ELITE INTERNATIONAL COLLEGE, MAKURDI 
21 EMMANUEL FOUNDATION ACADEMY MAKURDI 
22 ERDOO MEMORIAL COLLEGE, MAKURDI 
23 EXTENSIVE COLLEGE MAKURDI 
24 FEDERAL GENDER CARE COLLEGE 
25 FEVOSUN COLLEGE MAKURDI 
26 GAADI COMP COLLEGE MAKURDI 
27 GATEWAY COMPREHENSIVE COLLEGE 
28 GLOBAL COMPREHENSIVE COLLEGE, WALIMAYO 
29 GOODNEWS SECONDARY GRAMMAR SCHOOL NORTH-BANK 
30 GRAMS SECONDARY SCHOOL 
31 HERITAGE COLLEGE MAKURDI 
32 HIDEVA IDEAL SECONDARY SCHOOL, MAKURDI 
33 HOLY CHILD SECONDARY SCHOOL 
34 IDYE NKST SECONDARY SCHOOL MAKURDI 
35 IMPACT INTERNATIONAL ACADEMY 
36 JEWEL MODEL COLLEGE, MAKURDI 
37 KINGDOM COMPREHENSIVE COLLEGE MAKURDI 
38 LADY VICTORIA ACADEMY MAKURDI 
39 LITTLE ANGELS COMPREHENSIVE  SECONDARY SCHOOL NORTH-BANK 
 MAKURDI 
40 LOEKKA INTERNATIONAL ACADEMY 
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41 MAKIR ZAKPE COLLEGE, MARKURDI 
42 MAKURDI INTERNATIONAL SECONDARY SCHOOL 
43 MAKURDI UNIQUE SECONDARY SCHOOL 
44 MATTENS MODEL COLLEGE 
45 MBAIWEM COMMUNITY SECONDARY SCHOOL YAIKO 
46 METHODIST JNR.  HIGH SCHOOL, MAKURDI 
47 NANTOR COLLEGE MAKURDI 
48 NEW ERA  SECONDARY SCHOOL 
49 NKST JUNIOR SECONDARY SCHOOL, WUNA 
50 NOGOA SECONDARY SCHOOL,MAKURDI. 
51 OUR LADY OF PERPETUAL HELP COLLEGE MAKURDI 
52 PAJEMA HIGH SC HOOL 
53 PAUL EPTON ACADEMY MAKURDI 
54 PEACE INTERNATIONAL  COLLEGE, MAKURDI 
55 PENIEL COLLEGE 
56 PRAISEWORTHY ACADEMY 
57 PREMIER  COMPREHENSIVE COLLEGE MARKUDI 
58 PROGRESS CONTINUING EDUCATION CENTRE MAKURDI 
59 ROYAL AMBASSADOR COLLEGE, MARKURDI 
60 ROYAL FOUNDATION INTERNATIONAL SCHOOL 
61 SAINT MARTH'S SECONDARY SCHOOL 
62 SALEM ACADEMY 
63 SIGN SECONDARY SCHOOL, MAKURDI 
64 ST JOSEPH'S SECONDARY SCHOOL NYIMAN MAKURDI 
65 ST. JOSEPH TECHNICAL COLLEGE, MAKURDI 
66 TES'B ACADEMY MAKURDI 
67 THE APOSTOLIC SECONDARY SCHOOL 
68 TRINITY MODEL ACADEMY, MAKURDI 
69 TRIUMPH MODEL COLLEGE MAKURDI 
70 TRUST ACADEMY MAKURDI 
71 UNIQUE SECONDARY SCHOOL NEW GRA MAKURDI 
72 UNITED EVANGELICAL SECONDARY SCHOOL 
73 VAATIA  COLLEGE, MAKURDI 
74 VICTORY ACADEMY MAKURDI 
75 VICTORY JUNIOR ACADEMY MARKUDI 
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APPENDIX 
Table 1 Hierarchical Regression of Emotional Labour on the Self-Efficacy Locus of Control and Burnout controlling for 
Demographic Variables 
 
Predictor 
Variables 
Dependent Measure: Emotional Labour 
Automatic Emotion 
Regulation 
Surface Acting Emotional Deviance Deep Acting Overall Emotional Labour 
Ste
p1 
(β) 
Ste
p 2 
(β) 
Step 
3(β) 
Step 
4 (β) 
Ste
p 1 
(β) 
Ste
p 2  
(β) 
Step 
3 (β) 
Step 
4 (β) 
Step
1 (β) 
Step
2(β) 
Step
3(β) 
Ste
p4(
β) 
Ste
p1 
(β) 
Step
2 (β) 
Step
3 (β) 
Step
4 (β) 
Step
1 (β) 
Step
2 (β) 
Step
3 (β) 
Step4 
(β) 
Age  .02
9 
.03
2 
.035 .011 .02
8 
.04
3 
.054 .036 .005 .008 .031 .01
8 
-
.02
1 
-.008 .015 .009 .015 .028 .050 .028 
Sex  .01
8 
.01
6 
.014 .030 .12
5* 
.11
5* 
.107
* 
.109 .033 .032 .016 .04
5 
.03
0 
.022 .005 .014 .078 .070 .055 .074* 
Marital status .02
0 
.01
9 
.005 .038 -
.09
6 
-
.09
7 
-.141 -.100 .036 .036 -.054 -
.03
6 
.10
5 
.104 .013 .029 .019 .019 -.067 -.027 
Religion  .00
8 
.00
4 
.006 -.022 -
.03
6 
-
.05
7 
-.052 -.043 -.017 -.021 -.010 -
.03
0 
-
.04
6 
-.063 -.052 -.045 .-
.034 
-.052 -.041 -.052 
Ethnic group .00
5 
.01
2 
.016 .027 .03
6 
.07
0 
.082 .021 .002 .008 .032 .04
3 
.01
3 
.041 .065 .035 .022 .050 .073 .045 
Edu. 
qualification 
.-
08
0 
-
.08
0 
-.085 -.051 .02
1 
.02
0 
.005 -.051 .021 .021 -.009 .00
6 
-
.01
6 
-.018 -.048 -.066 -.020 -.021 -.050 -.047 
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place of 
teaching 
.09
0 
.09
3 
.090 .084 .06
0 
.07
5 
.067 .056 .017 .019 .003 -
.00
2 
.02
9 
.042 .026 .020 .072 .085 .070 .059 
Self efficacy  .07
4 
.122
* 
.383
** 
 .37
5** 
.523
** 
.343  .166
* 
.367
** 
.49
8** 
 .313
** 
.618
** 
.479  .314
** 
.601
** 
.613*
* 
External locus 
of control 
  -.119 -
.468
** 
  -
.365
** 
-
.341
** 
  -
.741
** 
-
.99
** 
  -
753*
* 
-
.712
** 
  -
.707
** 
-
.887*
* 
Internal locus 
of control 
  .121
* 
.321
* 
  .453
** 
.324
** 
  .321
** 
.56
7** 
  .452
** 
.127
* 
  .345
** 
.456*
* 
EE    -
.418
** 
   .186
** 
   -
417
** 
   .217
* 
   -
.243*
* 
Depersonaliza
tion 
   -
.464
** 
   -
.244
** 
   -
.11
9* 
   .131
** 
   -
.163*
* 
PA    .182
** 
   -
.637
** 
   -
.13
8* 
   -
.423
** 
   -
.359*
* 
R  .09
5 
.12
0 
.161 .744 .14
8 
.40
1 
.520 .815 .058 .088 .677 .80
5 
.10
9 
.330 .758 .864 .078 .325 .718 .857 
R2 .00
9 
.01
4 
.026 .554 .02
2 
.16
1 
.270 .664 .003 .008 .458 .64
8 
.01
2 
.109 .574 .746 .008 .105 .516 .734 
Adj. R2 - - -.002 .536 .00 .13 .249 .651 -.019 -.018 .443 .63 - .086 .562 .736 -.014 .083 .502 .723 
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.01
3 
.01
1 
0 9 5 .01
0 
∆R2 .00
9 
.00
5 
.012 .528 .02
2 
.13
9 
.109 .394 .003 .004 .451 .19
0 
.01
2 
.097 .466 .172 .008 .098 .411 .218 
F- ratio .89
7 
.57
1 
.922 31.8
5** 
1.0
02 
7.4
8** 
12.7
9** 
50.7
6** 
.152 .304 29.2
4** 
47.
3** 
.54
0 
4.75
1** 
46.5
8** 
75.3
5** 
.358 4.59
** 
36.8
5** 
70.76
** 
∆ F-ratio .40
8 
1.7
01 
3.69
1 
121.
4** 
1.0
02 
51.
7** 
46.6
** 
120.
4** 
.152 1.36
6 
258.
8** 
55.
5** 
.54
0 
33.8
3** 
339.
9** 
69.4
2** 
.358 34.0
** 
263.
7** 
83.98
** 
*p<.05 **p<.001 
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Table 2: Descriptive Statistics and Inter-Correlation among Study Variables  
 
No 
 
Variable Mea
n 
ST
D 
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 
1 Emotional 
labour 
73.6
91 
8.7
15 
1.00
0 
               
2 Age  36.6
8 
9.4
08 
.008 1.00
0 
              
3 Sex 1.57 .49
6 
.054 .055 1.000              
4 Marital 
status 
1.89 .68
6 
.025 .380
** 
.177 1.00
0 
            
5 Religion  1.08 .27
3 
-.018 -.090 .121* .096 1.000            
6  Ethnicity  1.38 .65
5 
.007 -
.109
* 
.052 .020 .353*
* 
1.00
0 
          
7 Educational  
qualification 
4.20 1.1
07 
.002 .204
** 
-.016 .008 .028 .080 1.000          
8 Place of 
teaching 
1.68 .46
6 
.033 -
.210
** 
-
.0353
** 
-.154 -.018 -
.057
** 
.264 1.00
0 
        
9 Self efficacy 34.2 4.6 .309 -.024 .041 .001 .031 -.064 -.021 -.037 1.000        
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77 87 ** 
10 External 
LOC 
70.5
82 
10.
507 
-
.460
** 
-.035 -
.013* 
-.108 .021 .002 -.046 -.029 .404*
* 
1.000       
11 Internal 
LOC 
76.4
32 
11.
670 
.452
** 
.321
* 
.021 .102
* 
.032 .231
* 
.067* .342
** 
.213* .542*
* 
1.00      
12 Emotional 
Exhaustion 
37.0
65 
7.4
35 
.099
** 
.014 .097* .074 -.013 .026 .044 -.025 .071 .099*
* 
.341* 1.0
0 
    
13 Depersonaliz
ation 
18.3
30 
8.9
93 
-.085 .001 -.005 .092 -.027 -.068 .027 .008 .093 -
.085*
* 
.585*
* 
.34
5** 
1.0
00 
   
14 Personal 
accomplishm
ents 
26.9
09 
4.8
78 
-
.391
** 
.010 .017 .060 -.020 -.064 -.040 -.021 -
.252*
* 
-
.391* 
-
.116* 
.12
4* 
.10
6* 
1.00
0 
  
15 Automatic 
Emotion 
Regulation 
17.8
78 
3.1
31 
.342
** 
.001  -.006  .020    .008         -
.005       
-.050   .053             .071                -.070                  497
**  
.36
7** 
.54
3** 
.146
* 
1.0
00 
 
16 Surface 
Acting 
18.5
48 
3.4
65 
.123
* 
-.011 .086 -.075 -.021 .023 .042 .029 .369*
* 
-
.145* 
.310*
* 
.15
4* 
.06
5 
-
.697
** 
.45
6** 
1.0
00 
17 Emotional 
Deviance 
18.7
41 
2.7
85 
241* .023 .032 .040 -.009 -.001 .026 .004 .065 -.588 -.055 .45
6** 
-
.09
7 
-.006 .21
3* 
.21
3* 
18 Deep Acting 18.5 3.2 .435 .013 .032 .093 -.027 .000 -.013 .003 .308* - .459* .34 .30 - .43 .35
  
180 
 
23 70 * * .505*
* 
* 5** 6** .439
** 
1** 48
* 
*p<.05 **p<.001
  
181 
 
 
